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Abstract 
 This study aims to investigate the problematics of secondary English language 
teaching and teachers in rGyalrong, China, and the ways the teachers overcome and 
counter these difficulties. English language education has been identified as a 
significant factor to facilitate national modernization, development, and 
internationalization. However, English language teachers face various challenges. 
Remote ethnic minority teachers have even more problems to deal with. High-quality 
pre-service teacher education and in-service professional development potentially 
assist teachers to be prepared well and overcome the difficulties. Moreover, this 
could lead not only to teachers’ professional development throughout their careers 
but also to the effectiveness of English language teaching.  
 In this study, a case study was undertaken with ten rGyalrong English 
language teachers employed in secondary schools in Danba County, Sichuan Province. 
Data were collected via a two-step process, which involves a survey and an interview. 
A survey was undertaken by the participants to gain an initial view of each 
participant’s English language teaching (ELT) situation, and bring about awareness 
and reflection on their teaching practices. Following the survey, the participants 
undertook a semi-structured interview to expand their responses to the survey 
questions in detail.  
 Data gathered from the survey and interview were thematically analysed. 
Findings were organized under each research question. For Research Question One, 
participants reported various problematics, which were grouped into three meta-
categories: problems with teacher learning, issues with English language teaching in 
rGyalrong, and issues for learners. These problems comprehensively revealed 
insufficient and ineffective pre-service teacher education and in-service PD, problems 
with the medium of instruction, the insufficient English knowledge base of learners, 
and poor learning outcomes, to name a few. For Research Question Two, participants 
reported three main methods they used to overcome the problems they met. They 
are professional development, practice, and research. However, the data showed 
these ways could not significantly assist teachers in overcoming the challenges. The 
problems, and the methods to address them, are educational phenomena found 
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throughout the rGyalrong area and even in the whole of China. Those phenomena 
are generated from the behaviours involved in how education is conducted, that is, 
what is done, and how it is done. Moreover, such behaviour is caused by beliefs about 
the value that is generated from education, and how education is perceived. The 
implications of this study include recommendations regarding how teachers can be 
well prepared and effectively supported to work in ethnic minority contexts, and how 
to improve education in China.  
 
Key words: English language teaching in rGyalrong; English language teachers in 
rGyalrong; Education in rGyalrong; English language teacher education in rGyalrong; 
Ethnic minorities
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CHAPTER ONE  
INTRODUCTION 
1.1. Introduction  
rGyalrong is the agricultural area around the holy mountain dMurdo1. It is 
situated in the northwest frontier of Sichuan Province, which is in the southwest of 
China. Due to historical, natural, social, and economic factors, the south-western 
area’s education quality is lagging behind that of the mid and eastern areas (J. Q. Tian 
& Zhang, 2017). rGyalrong, as one of the remote ethnic regions in south-western 
China, has many hurdles to the improvement of its education. English is the third 
language for rGyalrong teachers and students. Consequently, English teaching and 
learning faces many challenges.  
This chapter provides a brief introduction to the research context and 
statement of research problems. In doing that, it details background information 
about education, language teaching and English language teaching, and teacher 
education and English language teacher education in China. Moreover, those aspects 
in the rGyalrong area are specified and the field site of this research is introduced. At 
the end of this chapter, research problems are specified.  
1.2. Teaching languages in China 
In China there are fifty-six officially recognized “distinct ethnic, religious, and 
linguistic” (Ramsey, 1987, p. 157) groups. Three ethnic groups, Han, Hui and Manchu, 
speak Chinese and all other groups speak their own languages (L. Li, 2004). One 
hundred and twenty-nine languages, excluding dialects, have been classified (H. K. 
Sun, Hu, & Huang, 2007). Mandarin (pu tong hua), the standard Chinese, is the lingua 
franca of China, and its promotion and general use have been advocated in many 
official documents (J. Lin, 1997). A series of circulars was issued by the State Language 
Commission and the State Education Commission to designate Mandarin as the 
instructional language in all schools (L. Li, 2004). Gaining a specified score in a 
 
1 Murdo (dMurdo) is one of the four holy mountains in Tibetan area. 
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Mandarin proficiency test is one of the requirements of applying for a teacher 
qualification certificate.  
1.2.1. Minority language teaching 
To accord with calls to protect ethnic minority languages, efforts have been 
made to emphasize the significance of teaching and learning ethnic minority 
languages at schools (Adamson & Feng, 2014; Badeng, 2009). Bilingual education has 
been seen as the key method to keep minority and majority languages on ‘equal 
footing’ at schools (Gorter, Zenotz, & Cenoz, 2014). It has been conducted, 
supposedly, in two different modes. One is that minority language has been adopted 
as the medium of instruction for all subjects except Chinese and English. The other is 
that Mandarin has been taken as the instructional language for all subjects except 
minority language. However, bilingual education has been implemented only 
occasionally in most ethnic minority schools, except in communities with fully 
functional writing systems. Those schools teach and use minority language during the 
first three years in primary schools, and then teach all subjects in Mandarin, except 
the English course, and ignore the minority language. Even worse, in some ethnic 
minority communities, which have limited usage of a writing system (such as 
rGyalrong) or have no fully functional writing systems, bilingual education is hardly 
conducted (M. Zhou, 2001).  
There are many problems in implementing bilingual and trilingual2 education. 
First, Mandarin is the official language used by all government departments and 
media organizations, although both minority languages and Mandarin have equal 
status in laws (J. Lin, 1997). Therefore, learning and mastering Mandarin makes it 
more likely for members of ethnic minorities to be able to adapt to mainstream 
society. 
Second, Mandarin is the instructional language of all high-stakes examinations, 
such as Zhong Kao, Hui Kao, and Gao Kao, which are administered as assessment of 
 
2 Mandarin/minority language/English – see Adamson and Feng (2014). 
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students’ performance (L. Cheng, 2008; Fang & Warschauer, 2004) that determines 
eligibility for graduation and further study (Liyanage, Bartlett, Walker, & Guo, 2015). 
It is discussed, but not put into practice, that ethnic minority students could take 
these exams in their own languages (J. Lin, 1997).  
Third, there are no proper and high-quality textbooks and qualified teachers of 
minority languages. Many schools only have minority languages translations of the 
Yu Wen (Chinese) textbooks, or simple books such as alphabet books, not to mention 
the lack of supplementary reading materials in minority languages, as there is no fund 
to publish and no qualified compilers to be recruited in this field, (J. Lin, 1997). The 
shortage of qualified minority language teachers is mainly ascribed to lack of pre-
service education and in-service training on minority languages teaching. A few 
minority schools develop bilingual education successfully. For example, the Korean 
minority in Yanbian prefecture learn Korean as their first language, but only through 
maintaining consistency in funding and continuity of policies of textbook compilation 
and publication, teacher education and training, and research (J. Lin, 1997). However, 
bilingual education in most minority areas has a long way to go (J. Lin, 1997).  
Fourth, it lacks flexibility in teaching material adaption and development (M. 
Zhou, 2001), and teacher recruitment. The Chinese education system is centralised, 
so local minority schools and communities do not have opportunities to prepare their 
own teaching and learning materials. Local people are the experts of local language 
and culture, and their participation in schooling will promote and develop bilingual 
education. This mode could be called 'decentralisation”, which also needs 
“centralisation”, that is, collaborations of policy makers, administrators, and 
educators, to support its implementation (J. Lin, 1997, p. 203).  
 Fifth, many places have more than one language or dialect. For example, the 
field site of this study, Danba, has four major languages spoken by local people, which 
will be described in the section on field site. Therefore, bilingual or trilingual 
education is hard to conduct as there are more than three languages existing in one 
class. 
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In most ethnic minority areas, students learn their own minority language as 
mother tongue and then start to learn Mandarin when they attend schools. In 
addition to those two languages, English is the third language that minority students 
learn at school, using their second language, Mandarin. 
1.2.2. English Language Teaching (ELT) 
There are intense debates in thousands of academic and research articles on 
definitions, benefits and dangers of English as a global language. English has been 
viewed as the main global language because of two reasons. One is the geographical-
historical dimension that shows the penetration of English beginning with the 
pioneering voyages, then expanding with colonial developments, and now being 
taken as official or second language by many countries (Crystal, 2003; Renandya & 
Widodo, 2016). Another is the socio-cultural dimension that shows the vital role of 
English in globalisation and modernisation (Kirkpatrick, 2014), and in the worldwide 
field of business, polity, entertainment, media, education and communication 
(Adamson, 2004; Clothey & McKinlay, 2012; Crystal, 2003; Guilherme, 2007). English 
has not merely been present in Anglophone countries, but also been taught and 
learned as a foreign language (hereinafter EFL), second language (hereinafter ESL), 
and international language by a large number of the people all over the world 
(Clayton, 2002; Ramya & Madhumathi, 2017; Renandya & Widodo, 2016; Sharifian, 
2014). With the global spread of English in the world, many aspects have changed in 
the field of English language teaching (hereinafter ELT). 
1.2.2.1. ELT in China  
Critics have pointed out many possible risks of using only one global language, 
such as hastening the disappearance of other languages (Crystal, 2003), which results 
in the death of other cultures (Phillipson, 2009). But English has become an 
irresistible lingua franca throughout the world (Crystal, 2003). English, which is widely 
used as an international communication tool in many fields and industries, such as 
entertainment, economics, media and academia, makes it possible for people to have 
social and professional success (Adamson, 2004; Clothey & McKinlay, 2012; 
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Guilherme, 2007). Besides the Anglophone countries, some other countries have 
chosen English as their official language and the instructional language in education 
and many nations have taken English as their first choice for second language. As a 
result, ELT has become a vital activity in school education. 
There has been wide access to ELT in China since the late 1800s. But English 
language in China can be traced back to the early 1600s when the first English 
speakers came to southern China, and since the late 1700s varieties of Pidgin English 
have been spoken in Southern China (Adamson, 2004). Since 1860, ELT has been 
provided not only in Western Christian institutes but also in the first foreign 
languages schools in China. For example, some government schools started to teach 
Western languages and foster interpreters, such as Tongwen Guan that was founded 
in 1862 in Beijing, Guang Fangyan Guan in 1863 in Shanghai, and Jiangnan Arsenal. 
Jiangnan Arsenal, which is for the manufacture of modern arms, provided education 
about not only Western languages but also Western technical literature. From the 
1900s, ELT has been stressed for serving reform and been regulated for serving 
government (Adamson, 2004).  
Since 1949, ELT in schools has alternately experienced removal, restoration and 
promotion several times (Gao, 2015). The role and status of English language and ELT 
in China’s education system and culture have been depicted by Adamson (2004), with 
five distinct stages of English curriculum in the post-1949 period (Gao, 2009, pp. 61-
62), and three phases of English education. The status of English, including 
low/medium/high official status, the characteristics and aims of ELT in each phase of 
the unstable situation of removal, restoration, and promotion, could be linked to the 
relationship between English language and Chinese politics and economics (Adamson, 
2002; L. Y. Cheng & Qi, 2006; G. W. Hu, 2005a; Liyanage, Bartlett, et al., 2015). 
Adamson (2002, p. 231), for instance discussed the situation as follows: 
The relationship between the English language and Chinese politics and 
society has historically been ambivalent. At different times, English has 
been associated in China with military aggressors, barbarians, and virulent 
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anti-Communists. But English is also a principal language of trade partners, 
academics, technical experts, advisers, tourists and popular culture. At 
worst, the language has been perceived as a threat to national integrity. 
At best, it has been seen as a conduit for strengthening China’s position in 
the world community. These tensions have been manifested in policy 
swings that have had far-reaching impacts, most notably on the formal 
education system.  
Since the reforms of the late 1970s, and especially with the policy of openness, 
there has been a paramount importance accorded to raising English proficiency for 
establishing and sustaining China’s growing influence on international affairs (G. W. 
Hu, 2005b). In the past decades, many measures have been taken to facilitate ELT. 
For example, some English language teachers in larger urban areas have been 
supported to take further study abroad, or assigned to undertake training which 
introduced new teaching methods, theories and models (L. Li, 2004). Currently, 
almost all schools at all levels, except a few rural primary schools in remote areas, 
conduct English instruction. Furthermore, English has always had a firm hold on the 
school curriculum (Bai, Millwater, & Hudson, 2014; L. Li, 2004) and English classes 
comprise 6%-8% of all classes in compulsory education from Grade 1 to Grade 9 
(Development and Planning Division of Education, 2002). Of all the factors that 
facilitate the improvement of ELT, three main ones are as follows.  
First, there are three crucial exams that influence most Chinese students’ 
further study (Qi, 2007) and employment (Adamson & Feng, 2014). One is Gaokao, 
also known as the National Matriculation Test (hereinafter NMT). It is a crucial 
mechanism for almost all higher education institutions to select and recruit students 
and many people take it as a milestone of their lives. There are four separate exams 
in the NMT, Chinese, Maths, English, and Arts/Science, and the proportion of English 
in the NMT score is around 20%. The English test includes listening, reading, grammar 
and vocabulary, and writing (L. Y. Cheng & Qi, 2006; Ge, 2016; Qi, 2007). The other 
two crucial exams are CET4 and CET6 (College English Test Band 4 and 6). Those two 
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are requirements in some universities to apply for degrees, and also provide better 
career prospects (Gil & Adamson, 2011; J. Xu, 2005, January 20).  
Second, mastery of English greatly raises the possibility of gaining opportunities 
to study abroad and being outstanding in one’s career. On the one hand, as most of 
the world’s top-ranked universities are in English speaking countries, the population 
taking English tests and studying abroad has maintained a sustained growth. But 
these universities have high English language requirements for entrance (L. Li, 2004). 
Therefore, ELT has been given more and more attention and been regarded as being 
significant. On the other hand, most high-tech companies and worldwide-impact 
entertainment industries in China are cross-national. Therefore, as English is the 
lingua franca, proficiency in it becomes an essential ability for entrance and 
promotion (L. Li, 2004). 
Third, for strengthening cooperation with other countries in all fields, it is 
imperative that China satisfies the demand for English-language-speaking 
professionals (L. Li, 2004). For example, importance has been attached to cultivation 
of more students with high foreign language proficiency for promoting the Belt and 
Road Initiative3, which is a national top-level economic and strategic agenda (Y. M. Li, 
2015, September 22; The Belt and Road Big Data Center of China's State Information 
Center, 2017). 
Although many problems have existed in ELT, such as rudimentary teaching 
methods, students’ lack of interest in learning English, and unreasonable assessment 
of teaching outcomes (M. R. Zhou, 2013), those issues have not hindered the 
widespread development of English teaching in China. Nor has it hindered the 
emergence of bilingual (Mandarin and English) and trilingual (Mandarin, English and 
ethnic minority language) education. In addition to the introduction of English as a 
required academic subject, many bilingual (Mandarin and English) schools in which 
 
3 The Belt and Road Initiative, B&R, is abbreviation for the Silk Road Economic Belt and the 21st-
Century Maritime Silk Road Initiative. It is the top-level Chinese economic and strategic agenda 
which focuses on connectivity and cooperation with several Eurasian countries along overland and 
maritime routes.  
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English has been adopted as an additional medium of instruction for other subjects 
have been set up in the most economically developed cities (G. W. Hu, 2005a). Of 
students from Grades 1-12, many parents who are able to afford the tuition tend to 
send their children into the bilingual schools, which facilitate their children mastering 
English and undertaking further study abroad. In most universities, bilingual teaching 
has been promoted, with English as instructional language, and using English 
textbooks and supplementary materials. As it is considered that improving English 
proficiency is easier than learning a new discipline, teachers of subjects other than 
English have been assigned to English language training (L. Li, 2004). An ancillary 
outcome of English teaching and learning is that ELT has become a business, a major 
growth industry, and the value of English means this kind of business is very profitable 
(Clothey & McKinlay, 2012). However, in rural areas of China there are no English 
training schools. Hence, English learning primarily relies on school education in rural 
areas.  
1.3. Teacher education in China 
In China, there are almost ten million teachers in primary and junior secondary 
schools. They are the largest teacher group in the world and their level of expertise 
directly influences the quality of Chinese education (Research Group of National 
Teacher Professional Development Surveys, 2011). However, becoming a professional 
and highly qualified teacher is a dynamic process, which happens from pre-service to 
during the in-service phase. The Chinese government has attached great importance 
to teacher quality. The Outline of the national program for medium- and long-term 
educational reform and development (2010-2020) states that it is necessary to raise 
teachers’ professional ethics and competence, and to make greater efforts in 
cultivating and training teachers in rural and ethnic areas. Teacher education is the 
main way to prepare a professional teacher with not just practical knowledge for 
managing classroom activities, but comprehensive understanding of education, 
pedagogy, and the relationship between education, pedagogy and other disciplines 
(Fred A. J. Korthagen, Kessels, Koster, Lagerwerf, & Wubbels, 2001). This section will 
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discuss teacher education in China from three aspects: pre-service teacher education, 
pre-service training, and in-service teacher education.  
1.3.1. Institutes for pre-service teacher education in China 
Pre-service teacher education (hereinafter PSTE) aims to prepare “classroom 
ready” (Brandenburg & Gervasoni, 2016, p. 117) teaching graduates. In China, many 
institutes offer PSTE to cultivate and train English language teacher candidates (L. Li, 
2004; Zhong, 2003). Since resuming the NMT in 1977, more dedicated institutes for 
teacher education have been set up and developed in order to cultivate enough 
teachers (D. Wei, 2017). There are three major pathways of teacher education for 
prospective teachers in China; dedicated institutes for teacher education and non-
dedicated institutes for teacher education, both in China, and overseas institutes. 
1.3.1.1. Dedicated Institutes for Teacher Education 
Dedicated institutes for teacher education (hereinafter DITE) are the principal 
places offering PSTE. Their principal task is to train students to be teachers (L. Li, 2004; 
Robinson & Yi, 2008; Zhong, 2003). In China, there are three levels of such institutes, 
namely, teachers’ schools (师专), teachers’ colleges (师院) and teachers’ universities 
(师范大学). Teachers’ schools recruit students who graduate from junior secondary 
schools and provide a two- or three-year course for a Junior Diploma of Education 
(专科文凭) (Z. Y. Wu & Chang, 1990). Teachers’ school graduates normally teach in 
kindergarten or primary schools.  
Teachers’ colleges recruit students who graduate from junior secondary schools 
and provide a three-year course for a Junior Diploma of Education (专科文凭) and a 
five-year course for a Senior Diploma of Education (大专文凭). Graduates who have 
junior diploma of education normally teach in kindergarten or primary schools. Those 
who have a Senior Diploma of Education normally teach in kindergarten, primary 
schools, or some secondary schools.  
Teachers’ universities enrol junior secondary school graduates or students who 
have an equivalent education achievement and provide a four-year course for a 
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Diploma of Education （本科文凭）, as well as an undergraduate degree（学士学
位）(Z. Y. Wu & Chang, 1990). Graduates who have this diploma or degree normally 
teach in kindergarten, primary schools, secondary schools, and some colleges. 
Furthermore, teachers’ universities also enrol students who have already completed 
an undergraduate degree or equivalent education achievement and provide higher 
degree research (HDR) programs: master’s degree by completing three-year courses 
and doctoral degree by completing four-year (or more) courses. HDR graduates teach 
in all levels of schools and doctoral degree holders are more likely to teach in colleges 
and universities. It is worth mentioning that teachers’ universities have been seen as 
a key venue to provide continuing education courses. 
Pre-service teachers in all DITE receive courses of liberal education, subject 
content knowledge, and pedagogic knowledge and practices (J. Zhou, Tang, & Yu, 
2011). Some of them provide practicum and internship opportunities to students. 
DITE provides five categories of courses for ELT:  
1. General knowledge, such as politics, physics, and maths (Nie, 1999), 
which is for transferring humanity’s knowledge;  
2. Subject content knowledge, which is for developing linguistic skills, such 
as reading, writing, listening and speaking; 
3. Pedagogic knowledge, which is for training students how to teach (M. N. 
Zhao & Li, 2008), such as Foreign Language teaching theory, principles of 
pedagogy, and educational psychology;  
4. Internship, which is for connecting theory and practice, such as 
microteaching and short-term field practice , and;  
5. Research ability.  
Generally, teachers’ schools focus on the first three categories. Teachers’ 
colleges pay attention to first three and some of them offer internship opportunities. 
Teachers’ universities provide all categories of courses. However, bachelor’s degree 
courses focus on the first four categories and include a graduation thesis for 
developing students’ research ability. Master’s degree courses stress synthesising 
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discipline knowledge and pedagogic knowledge and developing research ability. In 
addition, doctoral degree courses pay more attention to improving research ability. 
There are some preferential policies for pre-service teachers, such as tuition waver 
for teacher candidates (免费师范生) (D. Wei, 2017). Early in the 21st century other 
kinds of universities have been encouraged to institute teacher education courses or 
faculties (Zhong, 2003).  
1.3.1.2. Non-dedicated Institutes for Teacher Education 
A certain number of teachers graduate from non-dedicated institutes for 
teacher education (hereinafter NDITE). NDITE offer both teaching majors (hereinafter 
teachers’ major) and non-teachers’ majors programs. Students from teachers’ majors 
receive education about a particular subject and complete pedagogy courses. 
Students from non-teachers’ majors focus on a particular subject and have courses 
such as pedagogy and educational psychology as elective courses. However, subject 
content knowledge is stressed, and pedagogic knowledge and practices have been 
seen as insufficient in both teachers’ majors and non-teachers’ majors in NDITE. 
Furthermore, non-teachers’ major students have to take examinations for a teacher 
qualification certificate during study or after graduation.  
The teacher qualification accreditation (certification attestation) system has 
undergone reform recently. Graduates from teachers’ universities cannot gain 
teacher qualification certificate without a written examination and interview, which 
consists of a structured interview and situational simulation such as ‘trial teaching’ 
(试讲 ) (Jiang, 2017). Graduates from other universities can apply for a teacher 
qualification certificate once they meet three requirements (Jiang, 2017; Zeng, 2016; 
Zhong, 2003):  
1) Having relevant practice teaching experiences;  
2) Passing the written examination; and 
3) Passing the interview of ‘trial teaching’. 
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However, the problem is that these three requirements are not adequate, or not 
rigorously implemented, to check candidates’ competency as teachers. As long as 
students can provide evidence of practice teaching experiences, the first requirement 
has been met, no matter what kind of practice they had and with no standard of 
accountability. The written examination has been improved. In the past, it only 
contained two disciplines, pedagogy and educational psychology, but now it has been 
subdivided into different levels, that is, preschool, primary school, and secondary 
school. Teachers of all levels must take the comprehensive test, which includes 
pedagogy, education policies and regulations, ethics code for teachers, and writing, 
and which aims to assess the candidates’ abilities of understanding, analysis, 
synthesis, and using theories in practices (Zeng, 2016). For each level, there is a 
separate additional test. For preschool teacher candidates it is a test of knowledge 
and skills in early childhood education and care, for primary teacher candidates a test 
of knowledge and skills in education and teaching, and for secondary school 
candidates a test of subject content knowledge and teaching ability (Zeng, 2016). 
However, these written examinations have been criticised as too simple, and 
candidates who have a one-month training program could pass it.  
College and university teacher candidates complete a different process to 
apply for a teacher certificate. Once they have been recruited by an institution, taken 
part in the pre-service training (see section 1.3.2.1 Teacher induction) and passed the 
interview of ‘trial teaching’ (试讲) that is organized by their employer, they can apply 
for the certificate. Therefore, those who gain relevant degrees and acquire a teacher 
qualification certificate have access to public recruitment examinations for teachers 
for pre-schools, primary schools, and secondary schools, whether they graduate from 
teachers’ universities or not (Zhong, 2003). Those who receive a college or university 
teacher certificate can teach. As a result many teachers lack pedagogic knowledge 
and skills, and while they know ‘what’ should be taught they do not know ‘how’ it 
should be taught (Peng, 2000). 
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Students who major in English education are pre-service English teachers. 
Technically, they should undertake the same courses as their counterparts in 
teachers’ universities. However, English education courses in NDITE overemphasize 
English linguistic knowledge and skills at the expense of having few courses on basic, 
often superficial, pedagogic knowledge and practices, or even neglecting pedagogic 
knowledge and practices (Peng, 2000; Qiao & Wang, 2009). For example, some 
institutes provide pedagogy courses as elective courses.  
English major programs have comprehensive curricula covering English 
linguistic knowledge and skills, such as listening, speaking, reading, writing, 
interpretation, Anglo-American culture studies, English literature, English for special 
purposes including business and tourism, and so forth. Some institutes use TOFEL 
(Test of English as a Foreign Language) or IELTS (International English Language 
Testing System) to develop and organize the content of a course. However, English 
major graduates who become teachers seriously lack pedagogic knowledge and skills. 
This is due to two reasons: first, they did not receive sufficient education in pedagogic 
knowledge at school; and, second, they can be teachers once they pass the 
examinations and interview, both regarded as superficial, for the teacher certificate, 
as described above. 
1.3.1.3. Overseas academic institutes 
In China, some English language teachers have received education or training 
in foreign countries. Many overseas academic institutions, especially in English-
speaking countries, such as the UK, USA, Canada, and Australia, provide Teaching 
English to Speakers of Other Languages (TESOL) programs to international students 
(D. L. Liu, 1999). Due to the crucial status of English in China, discussed in section 1.2.2 
and internationalisation, a growing number of Chinese students enrol in overseas 
TESOL programs.  
Senior secondary graduates can join an undergraduate TESOL program and gain 
a bachelor’s degree. Students who have an undergraduate degree, or possess 
demonstrable, significant work experience, can enrol in one- or two-year TESOL 
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programs and gain a coursework master’s or research master’s degree. Students who 
hold a relevant master’s degree have access to three or four years of doctoral 
research in TESOL. 
TESOL teacher education focuses on English language teaching, rather than 
English (T. P. Zhang, 2012). TESOL programs aim to facilitate development of 
competencies in fields such as pedagogy, curriculum and assessment, and include 
courses involving second/foreign language acquisition, language teaching and 
practice, theoretical linguistics, psycholinguistics, TESOL method, and intercultural 
communication. TESOL has been criticised for its ethnocentric ideologies (D. L. Liu, 
1999) reflected in ignoring that trainees will teach students who speak other 
languages and who have different teaching conventions defined by cultural variability. 
Therefore, contextually responsive teaching has been increasingly stressed in TESOL 
programs (Liyanage & Bartlett, 2008). 
Due to the unique language advantage of English-speaking countries and 
pursuit of educational internationalization in China, TESOL graduates are popular and 
competitive in job hunting. They are employed in all levels of formal schools 
dependent upon the level of teaching for which they are qualified. However, seldom 
do TESOL graduates go to teach in remote areas, not to mention ethnic minority areas.  
1.3.1.4. Requirements for teaching professionals 
1.3.1.4.1. Academic requirements 
Minimum academic requirements for admission to the teaching profession 
have been prescribed by the State Education Commission, specifically, teachers’ 
school certificate (专科) for primary school teachers, teachers’ college certificate 
（大专） for junior secondary school teachers, bachelor’s degree for senior 
secondary school teachers, and at least a master’s degree for university teachers (L. 
Li, 2004). However, the distribution of teachers with different academic attainment 
levels is uneven across the subjects, schools and regions. For example, teachers of 
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social science have relatively higher levels of academic attainment than teachers of 
Arts and Sports, and teachers in cities have higher levels than those in rural areas.  
English is one of the most difficult courses for Chinese students, and the 
number who master it is small. Besides the minimum academic requirements for 
admission to the teaching profession described above, there is no exact and unified 
standard or requirement for admission to the English language teaching profession. 
Different provinces, even different institutes, have their own benchmarks. However, 
this difference reflects uneven distribution of an educational resource - teachers. The 
proficiency level required of recruiting English language teachers shows a downward 
trend from institutes in first-tier cities, through second and third-tier cities, towns, 
and lastly remote countryside and remote ethnic minority areas. Therefore, in first-
tier cities many pre- and primary schools require English language teachers to hold a 
bachelor’s degree. Some prestigious primary schools require a master’s degree, and 
many secondary schools require a master’s degree. A master’s degree is the 
minimum requirement for university English language teachers and many universities 
require master degree earned in the English-speaking countries. It has to be pointed 
out that there are not many universities qualified to recruit doctoral candidates in 
English language, for example, Sichuan province has only one such university, so the 
number of doctoral degrees in English language is limited. 
However, in the remote countryside, especially ethnic minority areas, schools 
tend to lower the requirement in order to attract teachers, and this is especially the 
case for K-12 schools. Therefore, most English language teachers in remote ethnic 
minority areas only have a college certificate. Furthermore, researchers, such as Jiang 
(2017), argue that the standard to measure if a teacher is qualified or not should be 
whether the teacher meets the local education requirement. Furthermore, Jiang 
(2017) suggests that, in order to attract and retain teachers, the requirements of 
teachers should be further lowered in the remote areas. This argument assumes that 
education in remote ethnic minority areas is backward and teacher candidates who 
are not as qualified as their counterparts in cities could be recruited to teach. Even 
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worse, because of a lack of qualified English language teachers, some schools in these 
areas assign other subject teachers to teach English. Therefore, the requirements for 
English language teachers are lower and this leads to failure of English language 
education in minority ethnic areas.  
1.3.1.4.2. Professional requirements 
Professional requirements for preschool, primary and secondary school 
teachers have been addressed in many official documents. For example, the Ministry 
of Education of People’s Republic of China (2012a, 2012b, 2012c)   issued Professional 
Standard for Preschool Teachers, Professional Standard for Primary School Teachers, 
and Professional Standard for Secondary School Teachers. Those three documents 
outline fundamental requirements for the professional quality of qualified teachers, 
fundamental norms of teaching, fundamental standards of teacher professional 
development, and important evidence for teacher education, access, training and 
assessment. In addition, they also state the measures used to implement those 
standards. In those documents, teacher professional standards for pre-, primary and 
secondary school have been set for three main dimensions of professional philosophy 
and ethics, professional knowledge, and professional skills. The specific content can 
be found in the aforementioned three official documents.  
Furthermore, documents outlining the standards of the English curriculum not 
only make clear the content and requirements for English curriculum, but also put 
forward additional requirements for English teachers’ professional quality. For 
example, English Curriculum Standard of Secondary School (Ministry of Education of 
the People's Republic of China, 2011a) and University English Curriculum 
Requirements (Ministry of Education of the People's Republic of China, 2004, 2007) , 
require that English teachers must constantly improve their expertise so as to 
accommodate themselves to new requirements raised by new English Curriculum 
standards and requirements.  
However, in actual teaching practice, most professional requirements yield to 
the demanding and strenuous task of teaching, and the opinion or belief that the key 
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point is to deliver the content of the textbook and push students to get a high score 
in exams. Teachers in ethnic minority areas, in particular, fail to meet these 
requirements (Guo, 2012; Ma, 2015). Even worse, most English language teachers in 
ethnic minority areas have only a vague understanding of English language education, 
poor subject (English) content knowledge and pedagogical knowledge, low academic 
qualifications, use outdated teaching techniques, and are weak in abilities of 
reflection and research (Guo, 2012; Lu, Zhang, & Wu, 2017; Ma, 2015). 
Traditional pre-service English language teacher education has been seen as a 
failure in equipping prospective English language teachers (Goodlad, Soder, & 
Sirotnik, 1990). For example, some pre-service teacher education programs are too 
short, fail to develop teachers’ practical skills (Richards, 2008), and/or are 
insufficiently connected to the actual English education settings (X. T. Cheng & Sun, 
2010). Therefore, in-service teacher education (hereinafter ISTE) is valued in teacher 
education. 
1.3.2. In-service teacher education (ISTE) 
1.3.2.1. Teacher induction 
Before or during commencement of teaching, all new teacher recruits are 
required to undergo a compulsory stage that consists of “support, guidance and 
orientation programs”, collectively referred to as an “induction process” (Ingersoll & 
Smith, 2004, p. 28). This process aims to facilitate novice teachers to settle into the 
role of teacher (Flores, 2017). It has diverse forms, such as a short-term pedagogical 
training, orientations, meetings, workshops, mentoring, and giving trial lectures 
(Ingersoll & Smith, 2004; Jarvinen & Kohonen, 1995). The Ministry of Education of the 
People's Republic of China stressed that induction should be an indispensable and 
independent phase in teacher education. It has been regulated in official documents, 
such as, The Ministry of Education’s opinions on the reform and development of 
teacher education teachers from 2001 to 2005 (Ministry of Education of the People's 
Republic of China, 2002), and, Suggestions of emphasizing on K-12 teachers’ trainings 
(2011) (Ministry of Education of the People's Republic of China, 2011c). In the latter 
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document, it was pointed out that induction should not be less than 120 hours. There 
are also official documents that stipulate rules of induction, for example, in 1999 it 
was stipulated that new teachers must have induction training in the policy 
document, Suggestions on developing teacher quality in the future (《关于新时期加
强高等学校教师队伍建设的意见》) (D. Wei, 2017). 
However, there is no special document providing a  supervision mechanism for 
operation of aforementioned induction rules (S. Y. Du, 2016). Therefore, induction 
has not been taken seriously and there is a lack of operability and validity in practices. 
Furthermore, it has been criticised in many aspects, such as its unitary curriculum, no 
opportunities for practice, and unreasonable appraisal mechanism (S. Y. Du, 2016; Y. 
Y. Wang, 2016). Even worse, in ethnic minority areas, due to the lack of English 
language teachers, novice teachers are assigned strenuous teaching loads without 
any induction programs as soon as they are recruited.  
1.3.2.2. Professional development and In-service teachers 
Relative to pre-service teacher education, ISTE refers to all professional 
development activities that a teacher undertakes singly or collectively with others 
once he or she is recruited (Edelfelt & Johnson, 1975). The teacher professional 
development system in China is under development. The Outline of the national 
program for medium- and long-term educational reform and development (2010-
2020) indicates the professional development (PD) system ought to be improved, the 
funding for PD needs to be allotted to the government budget, and the in-service PD 
of all teachers needs to be documented and provided every five years.  
Unfortunately, many PD programs have been criticised for insufficient 
connection to teachers’ classroom circumstances (Cohen & Hill, 1998) and being 
designed without attention to the practitioners’ needs (Croft, Coggshall, Dolan, 
Powers, & Killion, 2010). This could be attributed to ignorance of disciplinary and 
regional differences as most PD programs are top-down, nationwide and 
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standardised, like The National Training Program4. The Research Group of National 
Teacher Professional Development Surveys (2011) has pointed out standardised 
training could not meet all teacher needs, and that teacher training plans should be 
designed according to different levels of teachers’ expertise and varied needs. 
Another serious issue is scarcity of opportunities for PD for many teacher groups. The 
problem is particularly challenging for teachers in remote rural areas, especially in 
ethnic minority areas (Robinson, & Yi, 2008). Moreover, there are indications that 
teachers’ access to continuing PD is not equitable, with those in disadvantaged and 
rural areas having fewer opportunities to participate meaningfully in regular 
professional development (Robinson, & Yi, 2008). 
One of the most critical factors influencing development of teacher quality is 
the lack of strict in-service assessment of teachers, even though there are several 
documents that regulate the initial awarding of the qualification certificate needed 
by teachers and the process of regular re-registration. First, the State Council (1995), 
to align with the Teachers Law of the People’s Republic of China (The 4th Meeting of 
the Standing Committee of the Eighth National People's Congress, 1993), issued a 
regulation on qualification of teachers (《教师资格条例》）which explicates 
categories, requirements, examinations, and accreditation of teacher qualifications. 
Then, in 2011 and 2012, the Ministry of Education issued regulations on standards 
for teacher education programs, professional standards of pre-school, primary and 
secondary school teachers（《幼儿园教师专业标准（试行）》,《小学教师专业
标准（试行）》,《中学教师专业标准（试行）》）, and standards and outlines 
of pre-school, primary and secondary school teacher examinations (《中小学和幼儿
园教师资格考试标准及大纲（试行）》). Another document, Interim Measures for 
the Qualification Examination for Primary and Secondary School Teachers (Ministry 
of Education of the People's Republic of China, 2013c), stipulates that the teacher’s 
qualification examination (which has two parts, a written examination and an 
 
4 The National Training Program is dominated by the central government and aims to promote 
primary and secondary school teachers’ qualifications, especially the teachers in rural area. 
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interview that consists of a structured interview and situational simulation) are to be 
held nationally. In addition to this, the document also stipulates that the examination 
centre of the Ministry of Education set examination questions for national use and 
regional education departments administering the examination. At the same time, 
the Ministry of Education of the People's Republic of China (2013c) released the 
policy, Regular Registration Interim Measures for Teachers' Qualification in Primary 
and Junior Secondary Education, which requires that K-12 teachers re-register their 
qualification certificate every five years. It detailed the requirements for successful 
re-registration, and in terms of ISTE, these requirements include more than 360 
professional training hours, or equivalent amount of credits required by provincial 
education departments, that must be finished in every five years. As well, applicants 
have to meet the standards for assessment and evaluation of teacher ethics as 
specified by provincial education departments, and pass the annual assessment 
made by schools. Moreover, applicants have to be healthy, both physically and 
mentally, in order to be qualified for teaching.  
Despite these regulations, a normative system of teacher qualification has not 
yet been fully established (B. C. Han & Qu, 2017), as shown by the notice issued in 
2015, Increasing the Number of Pilot Regions of K-12 School Teacher Qualification 
Examinations and Regular Registration System Reform (《关于进一步扩大中小学
教师资格考试与定期注册制度改革试点的通知》) (Ministry of Education of the 
People's Republic of China, 2015). It expanded the areas where teacher qualification 
examination and regular registration reform has been implemented. The unified 
exam system promotes the process of teacher professionalization, but lacks support 
and administration, and needs participation and implementation by various 
professional education departments or examination institutions (B. C. Han & Qu, 
2017). Furthermore, the regulation that teacher qualification certificates should be 
re-registered regularly has been seen just as a formality of certificate replacement in 
most parts of China.  
English language teachers, as a part of the Chinese teacher group, face similar 
problems with the assessment system. There are no specific professional language 
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competence standards and qualification standards for English language teachers. 
Therefore, there is no rational basis or reference for assessment and accreditation of 
English language teachers’ professional ability (B. C. Han & Qu, 2017). 
The development of English language teaching has tended to be slow, and one 
particularly outstanding problem is that English language teachers are insufficient in 
quantity and low in quality (Z. X. Wang, 2005). Due to the strong lure of the urban 
regions, this issue especially exists in rural areas (G. W. Hu, 2003; Yang, 2005) and is 
even more severe in ethnic minority areas because of poor transportation, remote 
location, low social status of ethnic minority groups, and limited educational 
development (J. Lin, 1997). Moreover, ethnic minority groups and their culture have 
been seen as being alien, and this lack of understanding, or misunderstanding, of 
ethnic minorities results in teachers being afraid to live and work in ethnic minority 
areas. Furthermore, most teachers in ethnic minority areas have not received a 
proper PSTE. They only have associate or undergraduate degrees in certain subjects, 
and often being teachers is their second career choice when they failed in 
examinations to obtain a position in government departments. 
Extensive in-service PD programs thus appear to play a necessary and prominent 
role in helping teachers adapt to teaching roles and so developing teachers’ careers, 
the quality of schooling, and students’ performance (Farooq, 2016). However, most 
PD programs are standardized, ignoring both the needs of teachers teaching different 
subjects and of the different educational contexts, such as ethnic minority areas. In 
addition, because of remote locations, poor transportation, and uneven distribution 
of educational resources, PD opportunities (especially high-level PD) for teachers in 
ethnic areas are significantly fewer in comparison to their counterparts in cities 
(Research Group of National Teacher Professional Development Surveys, 2011). 
Unmet PD needs of English language teachers in ethnic minority areas highlight the 
major problems existing in PD programs.  
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1.4. Research Context 
1.4.1. rGyalrong 
People who live in rGyalrong area are identified as rGyalrong people in order to 
differentiate them from other Tibetan groups. In 1954 rGyalrong was identified as a 
branch of the Tibetan community and called rGyalrong Tibet (Quedan, 1995). Its total 
land area is approximately 160,000 km2 and its population is 370,000 (Quedan, 1995). 
It is located on the southeast margin of Qinghai-Tibet plateau (Quedan, 1995) 
between Tibetan and Han areas like other Tibeto-Burman groups (Nagano, 1983). 
Because of such geographic location, it was an important route of ancient ethnic 
migration and a thoroughfare for economic and cultural exchanges among ethnic 
groups. Therefore, its culture is characterised by “ancient” and “mixed” which creates 
“excellent” cultural content (Quedan, 1995, p. 707).  
It has its own unique culture and assimilates many kinds of cultures, especially 
Tibetan, Han, and Qiang5culture as it borders a Han area to the southeast, Tibetan 
area to the northwest and overlaps with a Qiang area in the northwest. rGyalrong 
language is the mother tongue of local people, but there are many kinds of rGyalrong 
dialects. They are mutually unintelligible and there is a saying, “each rGyalrong village 
has a kind of language”(Quedan, 1995, p. 487). Three of them that are more popular 
and used by a larger population are Geshiza, Chuosijia and Situ (Quedan, 1995). Situ 
is spoken as lingua franca in rGyalrong area. Typologically, rGyalrong language is 
classified as a sub-branch of Tibeto-Burman stock in the Sino-Tibetan language family. 
Linguists have long debated the linguistic similarities between rGyalrong and literary 
Tibetan. However, in reality, they are mutually unintelligible, and therefore for 
rGyalrong speakers, learning Tibetan is similar to acquiring a completely different 
language. Mandarin is another indispensable language for local people to learn, as 
Mandarin is the instructional language in schools and language of communication 
between people of different ethnic groups in China. In addition, all junior secondary 
 
5 Tibetan, Han and Qiang are three of China’s officially recognized fifty-six ethnic groups. Han has the 
largest population accounting for 91.59% of the total population. 
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schools, primary schools in counties, and some primary schools in the countryside 
have started to teach English. 
1.4.2. Education in rGyalrong area 
Education in rGyalrong areas originated almost five thousand years ago and is 
similar to primitive education that is spontaneous, unplanned and unconscious 
(Badeng, 2000; Mead, 1943, 1976). Later, education became conscious and delivered 
via preaching activities and apprenticing (including mentoring for doctors, masons, 
potters, carpenters, tailors, and performers of some traditional activities), and 
included historical rGyalrong and Tibetan cultural development. With the rise of 
Buddhism, monastic education became the mainstream of education (Badeng, 2000; 
B. Johnson & Chhetri, 2002, p. 148) including not just religious knowledge but also 
practical knowledge, such as linguistics, medicine, mechanics, art, astronomy and 
calendar.  
At the beginning of the 20th century, the first schools were set up in the Tibetan 
areas (Badeng, 2009; Burnett, 2014; J. L. Zhu, 1990), but the population of students 
was very small. During the 1950s, national schools were built throughout the Tibetan 
region (Burnett, 2014). An increasing number of people attend schools as it makes it 
possible for them to access broader occupational opportunities, and especially to 
obtain a position in government departments with a stable salary and potential 
material benefits. Nevertheless, the enrolment rate is still low, and the drop-out rate 
is high. There could be two main reasons for this.  
First, there is a gap between students’ school life and community life (Badeng, 
2000; Clothey & McKinlay, 2012; J. Lin, 1997). It means students spend their lives 
within a linguistic and cultural environment different from that of schools. School 
education is insufficiently connected with community activities, so students are not 
deeply interested in schooling, the dropout rate is high, and student performance is 
low. Except for ethnic language, all the other subjects are taught with the same 
materials almost everywhere in China, notwithstanding diversity of language, habitus, 
geography, and economic level (Clothey & McKinlay, 2012; J. Lin, 1997; Upton, 1999). 
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To some extent, this makes learning difficult for the local students as the main 
language of instruction is Mandarin, which is their second language, and curricula are 
insufficiently connected to their local life and culture (J. Lin, 1997).  
Second, the distance between school and home is great. Many of the larger 
villages have primary schools6 but only the towns and villages near the county seat 
have junior secondary schools. Taking Danba County as an example, it has three 
junior secondary schools. One is located in the county seat and the other two are 
located in Shuizi and Banshanmen, which are two of the nearest villages to the town. 
Thus, many primary school students need to walk several kilometres to school 
(Burnett, 2014), and most secondary students need to live at school. However, some 
students do not want to leave home and some families cannot afford tuition, 
transport costs, and allowance. More recently, because of the requirement for 
cultural and economic development and some preferential policies, such as 
compulsory education, ‘bonus points’7 for ethnic students, ‘9+3’8 free schooling, and 
‘orientation training’9 education, the enrolment rate has risen considerably. However, 
it has not solved fundamental Tibetan education issues, so Tibetan students still have 
low levels of success. The educational content is insufficiently connected to the 
students’ lives, teachers are not well qualified, and teaching facilities are poor as well. 
  
 
6 There are three kinds of primary school: county primary school with pre-school and 1-6 grades in 
county center, “wan xiao” with 1-6 grades in larger villages and “cunxiao” with only 1-4 grades or 
less in small village. 
7 “Bonus points” is a compensation policy for students from ethnic minority areas where geological 
environment is bad, income is low, elementary education resources are poor, and so forth. It is 
achieved by enrolling students from ethnic area with lower score or giving them preferential 
admission when they get the same score with their counterparts in the mainland. 
8“9+3” free schooling is a policy of Sichuan Province offering free vocational education for three 
years after nine-year (free) compulsory education to students from Tibetan area of Sichuan 
Province. 
9“Orientation training” is a policy that government departments or enterprises sign an agreement 
with universities that the students are educated by universities and employed by certain 
governments or enterprises after graduation. It aims to encourage students to go to work in 
remote areas, ethnic minority areas, and industries or regions of tough working conditions. 
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1.4.3. ELT in rGyalrong area 
1.4.3.1. ELT in minority areas 
English is the third language of ethnic minority groups in China, and its teaching 
is often discussed in these contexts as  trilingual education. As English has increasingly 
been adopted as the official second/additional language in school education 
(Renandya & Widodo, 2016), ELT has been undertaken in diverse contexts, but the 
dominant models and methods of language teaching reflect the contexts of dominant 
varieties of English. Teacher education pays insufficient attention to context and how 
incorporating the understanding of different varieties of Englishes and of contexts 
into ELT methods courses will facilitate improving English language education (Brown, 
2006).  
Language is the vital carrier and symbol of culture (Huo, 2015), and when it is 
taught in different cultural setting many new issues will emerge and new pedagogical 
challenges exposed accordingly. Challenges for teaching English in Asian countries, 
such as Japan (Honna & Takeshita, 2014), Vietnam (Doan, 2014) and China (Y. A. Wu, 
2001; H. M. Zhu, 2003) are a focus in ELT research, and among these challenges are 
two important aspects. First, learners have been expected to sound like native 
speakers of English. Second, overemphasis of native speakers’ culture has led to 
resistance to English as its infiltration has been viewed as the carrier of globalization 
of local culture and the cause of the phenomenon of ‘cultural aphasia’ (Huo, 2015). 
However, ELT curriculums in Asia have prioritized intercultural competence as a goal 
of ELT (Kirkpatrick, 2014) and tried to introduce native speaker’s culture and also to 
integrate local culture to improve English language teaching and learning and 
promote the status of local cultures and languages.  
In China, trilingual education has been provided in many minority contexts in 
order that languages play their respective roles in social, economic and cultural 
development of minority groups and the whole country (Adamson & Feng, 2014). 
Trilingual education in minority areas refers to teaching and learning three languages,  
minority language (L1), Mandarin (L2) and English (L3), but using only L1 and/or L2 as 
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instructional language for all school subjects except English (Adamson & Feng, 2014). 
As discussed in section 1.2.1, bilingual education is often difficult to  implement, and 
trilingual education has been confronted with even more challenges.  
First, low proficiency of Mandarin hinders the progress and quality of ELT 
(Clothey & McKinlay, 2012; H. Wang & Kong, 2013; Yang, 2005). As it is discussed in 
section 1.2.1, Mandarin, which is the main medium of instruction in ethnic minority 
schools, is the second language of most ethnic minority groups. Without mastering 
Mandarin first, it is difficult to learn English efficiently as Mandarin is the instructional 
language within English teaching, and textbooks and supplementary study materials 
are in Mandarin and English (Clothey & McKinlay, 2012). 
Second, the function of positive language transfers of L1 and L2 has not been 
exerted in L3 learning. The majority of ethnic minority students speak and understand 
their native languages as their mother tongue, but have little chance to learn more 
knowledge about it, particularly literacy skills of reading and writing, so this L1  
language knowledge is not available for transfer. Moreover, most minority schools 
now begin to offer English in Grade 3 as a compulsory subject, some even in Grade 1, 
like their counterparts in other regions of China (Nunan, 2002). So L2 Mandarin and 
L3 English have been learned more or less simultaneously, which makes it impossible 
to facilitate L3 learning by the experience, knowledge and ability gained in mastering 
L2 (Yang, 2005). Even worse, learning two languages simultaneously may tend to 
complicate, or even hamper, learning and teaching of both (Stern, 1983).  
Third, qualified English language teachers who are literate in local minority 
languages are extremely rare (Jia, 2015; B. Johnson & Chhetri, 2002, p. 147; Yang, 
2005). As noted in section 1.3.2.2 Professional development and In-service teachers, 
teachers in general in ethnic minority areas are insufficient in quantity and low in 
quality, and the circumstance of English teachers is worse, not to mention sufficiently 
qualified English language teachers who are literate in minority language. Most 
English language teachers have limited proficiency in English because English 
language teachers in ethnic minority areas have insufficient pre- and in- service 
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education. Teachers majored in English at schools, but only have a BA or a diploma in 
vocational studies (Yang, 2005). Others have been signed to teach English though they 
have no certificate in English in order to alleviate the shortage of English language 
teacher. In-service education is particularly poor. The majority of English language 
teachers have not experienced further study or professional training especially 
related to teaching English language as students’ third language.  
Fourth, the considerable linguistic distance between minority language/s, 
Mandarin, and English, poses extra challenges in teaching and learning English. 
Learning a third language may be more complicated than a second one, especially if 
they are of different language families and mutually linguistically distant from each 
other (Adamson & Feng, 2014; Yang, 2005). Positive language transfer has been seen 
as happening more easily between more closely related languages (Ytsma, 2001), but 
the majority of minority ethnic languages belong to a language family other than 
those to which, respectively, English and Chinese belong (Yang, 2005). Therefore, it is 
very difficult for ethnic minority students to learn, and for teachers to teach, English, 
which is the third language, and taught in students’ second language.  
Several studies have shown that provision of English is a crucial determinant in 
China for higher education and employment (Adamson, 2004; Adamson & Feng, 2014; 
Jia, 2015; Yang, 2005) and its inadequacy may in turn affect ethnic harmony and social 
stability since it reduces the opportunities to further study or access to decent jobs 
(Adamson & Feng, 2014; Jia, 2015). Therefore, highly qualified and professional 
teachers who are equipped with awareness of students’ cultural backgrounds, 
appropriate teaching approaches and ability to learn and teach professionally are 
pivotal for Tibetan students to gain access to and improve English language 
proficiency (Adamson & Feng, 2014; Jia, 2015). 
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1.4.3.2. ELT in rGyalrong 
In rGyalrong area, ELT has been introduced from primary school level in the last 
few years. Like most schools in other ethnic minority areas, schools in rGyalrong area 
experience a lack of teachers in all subjects, including English language teachers. The 
primary schools in counties usually have six English language teachers in total, one 
for each grade, while the schools in the villages have just one teacher for all grades 
and each class has 3-4 class hours per week. Primary ELT has high goals in policy 
statements, but is not a requirement for entering junior secondary schools. Therefore, 
students are not interested in it, teachers are busy finishing teaching assignments, 
and parents do not attach importance to English learning. Hence, ELT in rGyalrong 
primary school is new, and not systematic. Junior secondary school ELT, consequently, 
is a crucial stage for rGyalrong students to build a foundation to grasp English (G. W. 
Hu, 2002). There are three grades and each grade has two to four English teachers. 
Junior secondary school ELT has been the subject of energetic discussion in last two 
decades, but many problems remain, especially in ethnic minority areas. 
Being regarded as a part of Tibet, ELT in rGyalrong has normally been discussed 
within the broader Tibetan scope. English language teachers are required to be 
sensitive to students’ different backgrounds, and several studies have focused on 
English language instruction within, and its cultural influence on, Tibetan school 
education (Adamson & Feng, 2014; Badeng, 2009). For example, Adamson and Feng 
(2014) emphasised that English and Chinese are “linguistically-distant”(p. 33) from 
many ethnic minority languages and reported on four models of trilingual education 
currently in use. They further advocated the importance of children learning the 
relevant ethnic minority language and the benefits of its use as language of 
instruction in developing school education and cultural maintenance. Badeng (2000) 
also stressed the importance of maintaining minority language in school education. 
Meanwhile, both studies emphasize the importance of the role of English language 
learning in minority education, including Tibetan education, as it opens an 
opportunity to cultivate more successful Tibetans for professional careers.  
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1.4.4. English language teachers in rGyalrong area 
In the past, the majority of English language teachers in rGyalrong area were 
recruited nationally. Since 1951, the government distributed jobs for (college or 
technical secondary school) graduates until at the end of the 20th century the 
practice was abolished throughout the country, except in Tibet, where it was 
abolished in 2007. Others were temporary substitute teachers (Yang, 2005). Now, 
teaching positions are filled by two-way selection between employers and employees.  
 Like all the other teachers, English language teachers in rGyalrong areas have 
been recruited through a common recruitment examination. In the rGyalrong areas, 
most graduates believed: ‘those who can, be civil servants; those who cannot, be 
teachers.’ Thus, there has been a shortage of highly qualified English teachers and 
three leading reasons for this are depicted as follows. First, English language teachers 
in rGyalrong areas have not received enough pre-service education. A small 
proportion of junior secondary school English language teachers graduated from 
teachers’ colleges and earned bachelor’s degree in English. Some of the others 
finished secondary education (Yang, 2005), some are Bachelors from NDITE, some 
obtained their Bachelor degree from tertiary correspondence or by self-taught 
examination, some just gained associate degrees, and only a few hold master’s 
diploma without degree (Lv, 2011b). Some teachers have been assigned to teach 
English even though some of them (especially primary school English language 
teachers) did not major in English. This means many English language teachers in the 
rGyalrong area have not been prepared adequately and lack pedagogic knowledge 
for ELT, as well as a decent level of English proficiency (Liyanage, Bartlett, et al., 2015; 
H. M. Zhu, 2003).  
Second, because of the strong lure of the urban regions, graduates are not 
willing to go to rural area (G. W. Hu, 2003; Yang, 2005) and existing teachers try to 
transfer to urban schools. Therefore, the rates of teacher resignation and mobility in 
schools is high, which tends to cause a shortage of well-qualified teachers and 
significant issues around all aspects of the school education system (Ferfolja, 2008). 
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especially when seasoned and outstanding veterans leave rural areas for better 
prospects. Third, in rGyalrong area, opportunities for English language teachers to 
participate in high level and pertinent PD are scarce (S. L. Li, 2002; Research Group of 
National Teacher Professional Development Surveys, 2011; Yang, 2005). 
In understaffed junior secondary schools English language teachers, as frontline 
practitioners, have heavy workloads, and the quality of their teaching is judged on 
the basis of students’ scores, which are regarded as a key index of teacher 
performance (L. Y. Cheng & Qi, 2006; L. Y. Cheng & Wang, 2004). The attendant 
consequences this situation include, to name just a few:  
1) Teachers spending too much time teaching to innovate and develop high 
quality curriculum and instruction;  
2) Teachers lacking research capacity and suitable PD activities;  
3) Rigid teaching ideas and methods (Edwards & Li, 2011);  
4) Students are uninterested in and fail to appreciate the significance of English 
learning.  
Many countermeasures are suggested by researchers and implemented by the 
relevant responsible department, but, in reality, they are macroscopic and top-down.  
1.4.5．English language teachers and professional development in rGyalrong 
Although English language teachers are insufficient in their quantity and quality 
(Y. Zhang, 2014), most receive inadequate ISTE. Because of geographic remoteness, 
insufficient numbers, and enormous workloads which exceed the standard, they lack 
adequate and necessary opportunities to develop professionally (Lv, 2011b). Further, 
teachers in rural areas have significantly fewer opportunities than their counterparts 
in cities to get high level training (Research Group of National Teacher Professional 
Development Surveys, 2011). 
Even worse, PD programs that are available have little benefit (Kedzior & Fifield, 
2004). In Guskey’s (1995b) opinion, in order for professional development activities 
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to effective, they need to be carried out with teachers’ needs in mind. But In China, 
most teacher PD programs are top-down, nationwide and unified and could not meet 
all teachers’ individual needs because they have not been designed according to 
teachers’ different levels, varying degrees, and specific demands (Research Group of 
National Teacher Professional Development Surveys, 2011). In addition, although 
English language teachers in rGyalrong area have joined some PD programs, like 
province-wide English teaching training or Mandarin proficiency training, these 
programs inadequately recognise the needs of trainees to respond to their special 
educational contexts. Moreover, most of them train teachers in general areas and fail 
to provide subject matter–centred programs.  
rGyalrong English language teachers’ ISTE is high on a long list of noteworthy 
actions needed for improving education quality in rGyalrong areas, and that is the 
focus of this project’s enquiry and discussion. It is important to understand how 
teachers maintain their professionalism during their in-service teaching. This will 
directly assist and support teachers to overcome difficulties met in their teaching.  
1.5. Research focus 
Every student needs to be provided suitable education content and nurtured to 
become the person he or she wants to be. School education is a social and 
organisational behaviour and plays a positive educational function purposefully and 
consciously (Badeng & Liu, 2016). Therefore, as the main educators and educational 
practitioners in schools, teachers ought to be well equipped to identify and transfer 
achievements of human civilisation to students and improve the education system.  
However, in the teachers’ teaching practices, many problems and challenges are 
faced. The exact issues and the ways to overcome these problems need to be paid 
much attention. Pre-service teacher education and in-service PD activities are the 
primary means to assist teachers with solving problems. The quantity and quality of 
PD activities of English language teachers in rGyalrong area needs to be improved and 
teachers’ conceptions and needs of PD should be honoured. As discussed in previous 
sections, English language teachers in ethnic minority areas have inadequate 
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vocational preparation. They lack teacher knowledge, such as pedagogical knowledge, 
subject-matter knowledge, and adequate proficiency in the English language 
(Liyanage, Bartlett, et al., 2015; H. M. Zhu, 2003). Furthermore, the opportunity for 
in-service education is fairly slim and the quality of generic PD programs that is 
available is low. Insufficient pre- and in-service education is one of the decisive factors 
that leads to low achievement of ethnic minority students’ and educational failure in 
ethnic areas, since teachers and their PD play a pivotal role in nearly every 
educational improvement program (Guskey, 2003). Therefore, more in-service PD 
activities are required to be undertaken by existing English language teachers.  
However, besides the problems existing in teachers’ PD in ethnic areas, English 
language teachers’ PD in ethnic areas is confronted with greater challenges. English, 
which is most ethnic students’ third language (Yang, 2005), is taught via students’ 
second language, Mandarin. This poses a bigger challenge for teaching and learning 
of English. Hence, English language teachers need professional activities that are 
more pertinent to their actual teaching practices. However, there are few studies 
which adequately cover English language teaching to ethnic learners (Jia, 2015), and 
PD of English Language teachers in ethnic areas. Furthermore, research about PD 
from teachers’ perspectives remains in its infancy. Consequently, high quality and 
effective PD for English language teachers in ethnic areas needs to be explored. As 
teachers are the frontline practitioners of educational activities and the subject of PD 
programs, their conceptions of PD, and their interactions, deserve more attention. 
In the light of these situations, this study employed a qualitative method to 
investigate the following research questions within specific schooling context: 
1. What are the problematics of secondary English language teaching and 
teachers in rGyalrong, China?  
2. In what ways do rGyalrong secondary English language teachers 
overcome/counter these difficulties? 
To investigate the problematics of ELT and English language teachers in rGyalrong, 
and the ways teachers overcome these difficulties, English language teachers will be 
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involved in high levels of critical reflection during the study to elicit a deeper 
understanding of their views, knowledge and practices. Gaps between teachers’ 
professional needs and existing PD programs will be discerned. Furthermore, this 
study will imply how PD accommodates this group of teachers’ agencies in such a 
hyper-diverse multilingual and multicultural context. This will identify concerns over 
effective PD of English language teachers in ethnic areas, and arouse more concerns 
around the “complexity of hyper diversity”  (Liyanage, Singh, & Walker, 2016, p. 1) in 
schools and classrooms. Findings of this study will have implications for providers of 
PD, and for English language teachers and learners. This study will ultimately 
contribute to empower teachers to create more possibilities for facilitating 
improvement of teachers’ practices and meeting their learners’ needs, and to be 
highly qualified, which not only improves school education and heighten students’ 
benefits, but also promotes teachers’ personal and professional dignity. Furthermore, 
understanding of junior secondary English language teachers’ PD in rGyalrong area 
can provide useful lessons to teachers’ PD in other similar contexts. 
The outline of the research context and problems have now been presented. It 
leads to the generation of the two research questions. Through an exploration of 
previous studies and discussion relevant to the research questions, the following 
chapter lays a theoretical foundation for this research. 
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CHAPTER TWO 
LITERATURE REVIEW 
2.1. Introduction 
This chapter aims to establish a theoretical framework for this research. First, 
the chapter will explore teacher knowledge and teachers’ professional life cycles, 
which are the knowledge base of teachers’ professional development (PD). Second, 
it will situate teacher PD within teacher education and learning, and present a critical 
discussion of modes of PD, focussing on the various approaches for implementing PD, 
and on facilitation of more responsive PD. It will then move on to discuss effective PD 
in four aspects: duration, content, strategies and evaluation, so as to lay a theoretical 
foundation for (i) designing interview protocols, and (ii) discussion of findings of the 
research. Third, it comes to focus on PD in China, and then, more specifically, ELT 
teachers’ PD. This section will review literature on ELT teachers’ PD via longitudinal 
and horizontal dimensions in a broad view then concentrate on PD of the ELT 
teachers in rGyalrong junior secondary schools.  
2.2. Teachers’ Professional life cycle 
Teacher groups are comprised of individuals, who have varying needs and 
abilities. However, it is impossible to offer an individual PD program for each teacher. 
Therefore, it is an efficient way of conducting PD to group teachers according to 
different variables. Stages of teachers’ professional life is a key variable which 
facilitates providing appropriate and effective PD for teachers (Christensen, Burke, 
Fessler, & Hagstrom, 1983).   
Interest in discussing teachers’ development via different stages is burgeoning. 
Christensen et al. (1983) roughly divided teachers’ careers into three phases, the 
early years, the middle years and the later years, and identified some characteristics 
of each stage that other researchers had depicted. They considered teachers in the 
early years are focusing on two aspects. One is “survival” (Fuller & Bown, 1975, pp. 
38-39), which refers to controlling classroom order, and mastering the teaching 
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materials and method (Burden, 1981, 20 November; Fuller & Bown, 1975). The other 
is students’ respect and affection. At the beginning of this stage teachers experienced 
uncertainty, inflexibility, and anxiety (Christensen et al., 1983). Then, after 
overcoming the fears of survival, teachers try to formulate initial understandings 
about the nature of education and teaching, the role of teachers and schools, and 
gradually become confident and adjust to the teaching environment (Christensen et 
al., 1983). They further proposed that PD programs for teachers in this stage must 
focus on the technical and practical knowledge and skills of teaching.   
Christensen et al. (1983) referred to the fourth to the twentieth year as the 
middle years. In this phase, teachers become mature and confident about their 
teaching, and aware of students’ various needs, which they try to meet (Burden, 1982, 
15 February). Further in-service education is desired by teachers so as to improve 
teaching, increase salary, and secure promotion (Christensen et al., 1983). More 
comprehensive and individualized PD programs focus on the reasons for and essence 
of education and teaching, on research skills of inquiry, analysis and reflection. 
Tensions between career and family have been seen as typical for teachers in this 
phase. While some teachers in the later years have been seen as being weary, bored 
and discouraged of teaching, others are productive and influential (Christensen et al., 
1983; Ryan et al., 1979). In general, teachers in this third phase are seen as flexible, 
confident and mature in teaching practices. PD for teachers in this stage needs to 
accommodate teachers’ agency in organizing, designing and developing programs for 
themselves.  
However, professional life cannot be simply divided into several stages 
according to only age or years of teaching experiences. Stages of teachers’ 
professional lives are frequently cyclical, not necessarily lock-step and linear (Burke, 
Fessler, & Christensen, 1984; Lynn, 2002). Therefore, many studies refer to cycles of 
teachers’ professional lives. As one of three separate but interrelating aspects of 
development (psychological development, development of professional expertise 
and career cycle development), Leithwood (1992) outlined a five-stage model of 
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career development: launching the career, stabilizing, dealing with new challenges 
and concerns, reaching a professional plateau, and preparing for retirement. Steffy 
and Wolfe (2001) proposed a six-stage model from novice to emeritus, and Dreyfus 
and Dreyfus (1986) and Berliner (2001) described a five-phase model from novice to 
expert, and depicted the specific PD needs at each stage.  
Burke et al. (1984, p. 10) have proposed a dynamic teacher career cycle model 
which graphically manifests the phases of the cycle (pre-service, induction, 
competency building, enthusiastic and growing, career frustrations, stable and 
stagnant, career wind-down, career exit) (see Figure 1: Teacher Career Cycle) and its 
responses to contextual influences, which are separated into broad categories of 
personal and organisational. This model is adapted in subsequent studies (Fessler, 
1992; Lynn, 2002). Burke et al. and Lynn (2002) also pointed out that all of the eight 
phases are not necessarily circulated through, as teachers move in and out of phases 
reacting to positive or negative influences of environment. Thus, the significance of 
this model is to recognise interaction between each stage of the teacher career cycle 
and context. Therefore, it is emphasized that for PD to be most effective, different 
and appropriate PD activities should be designed and implemented according to 
teachers’ career stages, needs, and environment (Burke et al., 1984; Eros, 2011; 
Griffin, 2001; Lynn, 2002). All these models vary in terms of the definitions and the 
number of stages, but they put forward several potential stages of teachers’ career 
cycles, different professional needs of teachers throughout their career life, and 
various potential contextual influences on the changes from one stage to another 
(Griffin, 2001). Moreover, the sequence, duration, and timing of stages have been 
viewed as being uniquely individual, divergent, and looping rather than linear (Broad 
& Evans, 2006b).   
Although many models proposed the effects of context, more research is 
needed to analyse the interaction of teachers’ career life and PD with the influence 
of regional culture and learners’ backgrounds (Christensen et al., 1983). Such 
research would benefit teachers in minority ethnic areas. 
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Figure 1: Teacher Career Cycle10 
 
2.3. Teacher knowledge  
Teachers are the key performers of schooling activities and their teaching is the 
principal element for educational excellence (Burke et al., 1984; Lynn, 2002). As for 
the different kinds of knowledge that involve in teaching, Fenstermacher (1994, p. 5) 
reviewed literature about teacher knowledge through four questions: 
• What is known about effective teaching? 
• What do teachers know? 
• What knowledge is essential for teaching? 
• Who produces knowledge about teaching? 
 
 
10 Reprinted from Teacher Career Stages: Implications for Staff Development (Fastback) 
(p.10), by   P. J. Burke, et al., 1984, Bloomington: Phi Delta Kappa. Copyright [1984] by Phi 
Delta Kappa. 
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Subsequently, Clandinin and Connelly (1996) added one more question, 
arguing that a focus on the context of professional knowledge will be more 
significant rather than paying attention to just the conception of it:  
• How is teacher knowledge shaped by the professional knowledge 
context in which teachers work? 
 These two studies addressed the need for a comprehensive discussion about what 
content is involved in teacher knowledge, how the teaching contexts shape teacher 
knowledge, and who produces teacher knowledge.   
For better understanding, many researchers have attempted to define teacher 
knowledge, but before turning to specific definitions, it is necessary to attend briefly 
to matters of classification. Knowledge has been classified into different groups, for 
example, Fenstermacher (1994) referred to knowledge concluded from research as 
formal knowledge, and referred to knowledge of practitioners as a result of their 
professional experiences as practical knowledge.  Some suggested grouping it as tacit 
knowledge and explicit knowledge (Laurini, 2017, p. 24; Nonaka & Takeuchi, 1995; 
Polanyi, 1966): 
Tacit knowledge (knowing-how) is knowledge embedded in the human 
mind through experience and jobs, know-how and learning, personal 
wisdom and experience, context-specific, more difficult to extract and 
codify. It includes insights and intuitions.  Explicit knowledge (knowing-
that) is knowledge codified and digitized in books, documents, reports, 
memos, etc. and also documented information that can facilitate action. 
It is what is easily identified, articulated, shared and employed, in a word, 
machine-processable. 
Indeed, “knowledge-that” (theory) and “knowledge-how” (practice) are two 
different concepts; “knowledge-how” is more than simple application of “knowledge-
that” and, further, it is a “concept logically prior to the concept of knowledge-that” 
(Ryle, 1945, pp. 4-5). However, both groups of knowledge are not sharply divided.  
For example,  Tamir (1991) pointed out that acquisition of professional knowledge 
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relies on existing personal knowledge, and that the interaction of these two types of 
knowledge generates new personal knowledge and influences the application of 
professional knowledge. Ryle (1945) argued that there is no gap between theory and 
practice, while Polanyi (1966) argued that explicit knowledge is rooted in tacit 
knowledge - it must be understood and applied tacitly. Therefore, in this study 
teacher knowledge is not divided simply into two or three categories. Discussion of 
teacher knowledge in this study is about various groups of teacher knowledge and 
the comprehensive content of each group.  Moreover, attention is paid to the 
relationships and the distinctions between those groups.  
 Teacher knowledge has commonly been described as total knowledge that a 
teacher has to possess (Michaloski, 2009). For example, Michaloski (2009, p. 10) 
adapted the definition of Alexander, Schallert, and Hare (1991, p. 317), “an 
individual’s personal stock of information, skills, experiences, beliefs, and memories 
related to the practice and profession of teaching,” and proposed a new definition, 
that teacher knowledge is the synthesis of all knowledge about teaching in teachers’ 
professional lives. Tamir (1991) identified two categories of experiences that 
contribute to the formation of teacher knowledge: professional experiences and 
general life experiences. Shulman (1987, pp. 8-12) referred to teacher knowledge as 
“scholarship in content disciplines, educational materials and structures, formal 
educational scholarship, [and] wisdom of practice” and pointed to at least seven 
categories of teacher knowledge (Shulman, 1986b); Shulman (1987): 
1) subject-matter knowledge;  
2) pedagogical knowledge;  
3) curriculum knowledge;  
4) pedagogical content knowledge;  
5) knowledge of learners and their characteristics;  
6) awareness and understanding of educational context;  
7) recognition of educational values and theoretical base.  
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Many subsequent studies (e.g., Carter, 1990; Davis, Petish, & Smithey, 2006; 
Grossman, 1990; Johnston & Goettsch, 2000) have developed and explored the 
proposition that these aspects of knowledge ought to be the focus of studies of 
teacher learning. Teacher knowledge is thus not just speculative, but both theoretical 
and practical; it includes knowledge about content, learners and their characteristics, 
policies and procedures, and their interactions. Attempts to understand teacher 
knowledge have contributed to forming effective standards for teacher PD (Gurney 
& Liyanage, 2015) and teacher knowledge is the most immediate result of teacher 
education and PD (Calderhead, 1996; Chien, 2011). 
What constitutes language teacher knowledge has been informed both by 
Shulman’s ideas and by expertise in linguistics and applied linguistics (Dixon, 2015; 
Freeman & Johnson, 1998; Hammond, 2008; Johnston & Goettsch, 2000). For 
example, K. E. Johnson (2009) and Freeman (2009) pointed out that language 
teachers’ knowledge base needs to include what to teach, how to teach, and who will 
be taught. In addition to this, Chien (2011) emphasises the indispensability of 
educational context in the language teacher’s knowledge structure. This facilitates 
teachers’ abilities to handle the “complexity of hyper diversity” (Liyanage et al., 2016, 
p. 1) in different educational settings. The context-specificity of language teacher 
knowledge is highlighted by the scarcity of evidence of teacher knowledge about the 
focus of the study reported here, teaching English as third language to minority ethnic 
groups (Grossman, 1990; Lampert, 1984).  
 Effective teachers have been considered as being proficient in “a range of 
highly complex and interdependent knowledge, skills and behaviours that are both 
generic and context specific” (Ferfolja, 2008, p. 70). As one of the most essential 
elements of effective teaching, better understanding of teacher knowledge offers 
opportunities to improve teacher education (Verloop, Van Driel, & Meijer, 2001).  
2.4. Teacher Education 
Teacher education is a long and continuous process of learning and 
development as a professional (Villegas-Reimers, 2003). Hansen (2008, p. 12) 
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proposed the main values in teacher education to be “preparation for economic and 
social life, academic learning, human development and social justice including 
respecting multicultural education and democratic education.” Education can be 
formal, informal and non-formal (Coombs, 1976; Coombs & Ahmed, 1974; La Belle, 
1982). Formal education refers to a “institutionalized, chronologically graded and 
hierarchically structured educational system”(Coombs & Ahmed, 1974, p. 8), while 
informal education refers to obtaining knowledge, skills and wisdom through daily 
life. Non-formal education includes various kinds of organized education activities 
outside the framework of formal education to “serve identifiable learning needs of 
particular sub-groups” (Coombs, 1976, p. 282). Teacher education includes all types 
of education (Placier et al., 2016), and teachers themselves cannot be regarded 
merely as formal classroom instructors. To facilitate discussion, teacher education 
generally has been divided into two phases: pre-service teacher education (PSTE) and 
in-service teacher education (ISTE) (European Commission, 2010). 
2.4.1. Pre-service teacher education (PSTE) 
PSTE is the first phase of teacher learning  and development to obtain 
fundamental knowledge, experiences, abilities, disposition, and value to be a teacher 
(Sadiq, Ramzan, & Akhtar, 2017). Initial teacher preparation varies in how it is 
designed and implemented, the content offered, the places it is offered, and the 
duration (Ben-Peretz, 1995; Gimmestad & Hall, 1995). Research on PSTE has 
concentrated on the teacher education institutes and curriculum. 
2.4.1.1. Institute  
Historically, teaching has been viewed as simple transmission of information 
and values. Therefore, one who possessed specific knowledge has been considered 
as being able to teach without certain preparation (Gimmestad & Hall, 1995). 
Gradually, specialized institutes like “seminaries … [and] normal schools” 
(Gimmestad & Hall, 1995, p. 548), teachers’ colleges, and teachers’ universities have 
been set up for the purpose of preparing teachers.   
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Gimmestad and Hall (1995) depicted four types of dedicated institutes for 
teacher education (DITE) in the major Western countries: Liberal Arts colleges, 
teacher’ colleges, comprehensive colleges and universities, and research and 
doctorate-granting universities. Liberal Arts colleges are relatively small, mostly 
private, and offer baccalaureate level education, stressing generic education and 
liberal arts and sciences, while teacher education programs are normally managed by 
a Department of Education. They seldom offer graduate degree programs, if any, and 
usually serve local students. Teachers’ colleges evolved from normal schools, and 
mainly offer baccalaureate programs for teachers, and limited other programs, and 
few graduate degrees are available. Such institutes mainly serve students in a certain 
region. Comprehensive colleges and universities have large offerings of a wide range 
of degree programs, and in these institutes teacher education programs are offered 
in a separate College or School of Education and have equal status with other 
professional disciplines. These institutes offer graduate degree but place more 
emphasize on instruction and service, and less on research.  As the title implies, 
research and doctorate-granting universities offer graduate research opportunities, 
and fund doctors’ degrees in wide range of disciplines.  Similar to comprehensive 
colleges and universities, teacher education programs in these institutes have been 
provided in a separate College or School of Education, but the distinction is that these 
institutes pay great attention to research.   
Similarly, as introduced in last chapter, there are several types of institutes that 
offer teacher education in China. From the early 21st century, the term teacher 
education (教师教育 ) has replaced normal education (师范教育 ) in education 
discourse (Jin & Liao, 2016), which implies that teachers and teacher education are 
now viewed as being more professional, and that teacher education has become 
more internationalized (Fan, 2003).  There are three types of institutes training pre-, 
primary and secondary school teachers, namely, teachers’ senior secondary schools 
(中师), teachers’ schools (师专), and teachers’ colleges (师院) (Fan, 2003). 
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Later in many official documents and meetings, such as Decisions on Deepening 
Educational Reform and Promoting Quality Education (1999), National Meeting of 
Teacher Education (2002), and Priorities of Ministry of Education Working in 2003, 
other non-dedicated institutes for teacher education (NDITE) have been encouraged 
to establish separate faculties to offer teacher education (Fan, 2003; Zhong, 2003). 
Therefore, many comprehensive colleges and universities became the fourth type of 
institute offering teacher education. The number of teachers’ senior secondary 
schools is decreasing sharply (Gimmestad & Hall, 1995), and many teachers’ schools 
have upgraded to teachers’ colleges, and teachers’ colleges to teachers’ universities.   
All these phenomena suggest that teacher education in China has become diversified, 
open, professional, and been improved. However, Gu (2001) and Y. J. Wang (2012) 
maintain that various facets of teacher education remain in need of improvement, 
such as more funding needs to be put into teacher education and distributed 
reasonably to every area, teacher education should be continuous from pre-service 
to in-service, and the curriculums system has to be improved. 
2.4.1.2. Curriculum 
Curriculum of PSTE is the foundation for building teacher capacity needed by a 
qualified teacher. In China, curriculum of teacher education programs in DITE 
includes four components. One is the general course, which includes broad basic 
courses, such as Fundamental Tenets of the Marxism, Mao Zedong Thought, Deng 
Xiaoping Theory, Important Thought of Three Represents, Outline of China's Modern 
History, Contemporary World Economy and Politics, Computer Application, Physical 
Education, College English, College Chinese, to name a just few. Subject matter 
courses are the second component, involving basic principles, knowledge, and 
abilities of certain teaching subjects. The third component is pedagogical courses, 
such as pedagogy, psychology, pedagogical content knowledge, to name a just few. 
The fourth is practical courses, which include military skills training, social work, 
commonweal activities, educational probation and practice, and graduation thesis 
(design). There are intense debates on how to balance the proportion of these 
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different components in designing teacher education curriculums. In an analysis of 
transition from ‘normal education’ to ‘teacher education’, Y. J. Wang (2012) discussed 
the need for inclusion and reasonable distribution in teacher education of common 
knowledge courses, subject-matter courses, pedagogical courses, and practical 
educational courses. 
Many issues in teacher education curriculum have been identified and continue 
to be debated, for example, some (Mei, 2008; Y. J. Wang, 2012) argue that while the 
quantity of common knowledge courses has been increased, the quality of the 
curriculum remains to be improved because: 
1) The courses are formalistic and insufficiently connected to each other; 
2) Subject-matter courses have taken up bigger proportion and lack 
connection with pedagogic courses;  
3) Pedagogic courses are a small proportion and content is unitary and 
boring; and 
4) Educational practical courses are low in quality and lacking connection 
and cooperation with schools at all levels.  
The curriculums of China’s teacher education programs have been regulated 
and improved in the past several decades. Actually, in 2004, the Ministry of Education 
initiated development of Standards for Teacher Education Programs (trial) 
(hereinafter STEP) and it almost took seven years to complete. It involved theoretical 
study (document research, comparative research and model design) and empirical 
study (current status survey, experiential summary and special research), pilot 
programs and trial of each item, expert service and consultation (see Figure 2: 
Development of Standards for Teacher Education Programs). In October 2011, after 
iterative modification, the STEP has been issued.  This strict development process was 
important because “the SETP reflects national fundamental requirements of setting 
teacher education curriculum by teacher education institutes, the basis of developing 
teacher education program and resources, implementing teaching, management and 
evaluation” (H. M. Hu & Cui, 2012, p. 14). Indeed, for pre-service teacher education, 
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it regulates the rationale of teacher education programs, such as education-centred, 
practice-oriented, lifelong learning, and stipulates the objectives and framework of 
teacher education programs for three levels of pre-school, primary school and 
secondary school teachers (Ministry of Education of the People's Republic of China, 
2011b).  
Figure 2: Development of Standards for Teacher Education Programs11 
 
 
However, the STEP  is a macro standard and guide, and therefore does not 
prescribe the number of courses or specify courses (H. M. Hu & Cui, 2012). According 
to different educational contexts and tertiary institutes’ autonomy of designing and 
implementing education, the STEP leaves many spaces for each institute to design 
and implement teacher education programs. Therefore, teacher education programs 
vary from one institute to another. For example, through investigating curriculum 
adjustment and reform of five high ranked dedicated universities for teacher 
education, X. H. Tian (2009) pointed out that curriculums of teacher education 
programs tend to stress pedagogical content knowledge and practicum, and that 
various pedagogical courses become available and institutes-based courses appeared. 
 
11 Retrieved from “Development of Standards for Teacher Education Programs: Process and Issues”, 
by H. M. Hu. & Y. H. Cui., 2012, Global Education, (p.10-21), Copyright (1994-2019) by China 
Academic Journal Electronic Publishing House. 
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Besides affirming the STEP as a positive development in teacher education curriculum, 
many researchers identified several ongoing issues in teacher education, and have 
offered suggestions for improving curriculum design, such as greater stress on 
teacher professional education, increasing practical opportunities in order to form 
and enrich teacher students’ practical experiences, and strengthening teacher 
identity (Qu, Feng, & Chen, 2007). Gu (2001) suggested major and minor courses 
could be instituted, and students could be encouraged to choose courses crossing 
faculties.  
Similarly, J. Y. Liu and Yu (2010) proposed that the pedagogical courses 
component needs to be expanded via increasing the minor courses of pedagogy and 
enriching major courses of pedagogy. They also suggested the Ministry of Education 
should establish benchmarks for curriculum, which need to be the basis of curriculum 
design, and develop a frame of reference for curriculum management that recognizes 
the differences among institutes to give them the right to develop individualized 
curriculums. Jin and Liao (2016) advocated increasing the levels and types of 
curriculum to deepen and widen the content of teacher education, and encouraged 
the integration of multicultural and international courses into the major courses, of 
multicultural education in the minor courses, and offering more opportunities for 
teaching practicing (Jin & Liao, 2016).  
However, in actual implementation of teacher education, more issues and 
complexities exist. The quality of tertiary education and curriculums varies from one 
institute to another, from university to college, from university and college to school. 
X. H. Tian (2009)’s research, for example, focused on five high ranked teachers’ 
universities in China. Therefore, the positive developments of teacher education 
programs in those five universities may be found in other institutes, and the issues 
that researcher pointed out in those universities may be more severe in other 
institutes. Some empirical studies have clarified the issues that need to be stressed. 
For example,  J. Zhou et al. (2011) employed convenience sampling method to 
investigate the teacher education curriculums at undergraduate level from thirty 
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DITE. They analysed 192 various subjects in teacher education programs, and their 
research indicated that although programs and course arrangements are varied in 
the whole sector, they found some common issues. First, credit points of subject 
matter courses almost take up half of whole credit points that students must attain 
to complete their degree. The second highest proportion is occupied by general 
courses, 25-30%. The next one is the pedagogical courses, which takes around 10%. 
Moreover, practical courses take up the smallest proportion of credit points, with 
educational probation and practice constitution only a very small proportion, as 
practical courses include other courses like military skills training, social work and 
graduation thesis writing and design. 
2.4.2. In-service teacher education (ISTE) 
2.4.2.1. Induction 
A huge gap between being a student or pre-service teacher and being a teacher, 
and between theory and practice, has been encountered by novice teachers and the 
shock of transition has been experienced by them during the induction phase (E. 
Corcoran, 1981; Dann, Müller-Fohrbrodt, & Cloetta, 1981). Many studies investigate 
various problems faced by beginning teachers. Brock and Grady (1998) and Flores 
(2017), for example, conclude novice teachers encounter difficulties to:  
1) manage classrooms, including students’ behaviour, structuring and pacing 
lessons, time distribution, and classroom atmosphere;  
2) prepare teaching content because of insufficient knowledge of technology, 
subject-matter, and pedagogy;  
3) establish good relationships with other colleagues and students’ parents;  
4) deal with stress and emergencies, such as student conflicts and annoyed 
parents.   
These challenges sometimes result in novice teachers’ anxiety and unrest, and even 
leaving this profession (European Commission, 2010; Sadiq et al., 2017).  
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Induction programs have been valued by many countries and researchers as a 
method to support novice teachers’ survival of the transition shock. In New Zealand, 
teachers have been required to take two years of teaching practice in order to be 
fully registered, and during these two years they can join discussion groups, be 
mentored, and observe experienced teachers (Villegas-Reimers, 2003). In Japan 
(Villegas-Reimers, 2003) and China, novice teachers are allocated reduced teaching 
loads and attend some in and out of school training sessions.  They also have one or 
two mentor(s) who is/are experienced and from the same field to guide them or 
teach the same subject collaboratively.  
As for the definition of induction, Ingersoll and Smith (2004) stressed that it is 
crucial to distinguish induction from both pre-service and in-service teacher training 
programs. Castetter and Young (2000, p. 141) comprehensively define induction as 
“systematic organisational effort for helping personnel adjust readily and effectively 
to new work assignments so that they can contribute maximally to organisational 
goals while achieving work and personal satisfaction.” This definition clarifies the 
characteristics, purpose, provider, content and object of induction. 
First, it must be systematic so that it would help fledgling teachers effectively.  
Second, the purpose of induction is to facilitate teachers adjusting to work, and 
achieving organisational goals as well as individual personal and professional goals. 
Third, its content supports and facilitates effective adjustment of teachers to their 
new work.  Fourth, institutes are the providers of induction, and fifth, its object are 
the teachers who are beginners, newcomers transferred from other sections, or re-
entrants who have not been teaching for a long period. A similar description of 
induction programs has been given by the European Commission (2010), that is, 
induction programs must offer systematic, comprehensive and coherent support 
which meets novice teachers’ personal, social and professional needs and serves to 
improve school and individual performance.  However, some researchers, such as 
Huling-Austin (1990) and Jarvinen and Kohonen (1995), argue the transition from 
student teacher to teacher is not a simple and direct process, and those definitions 
  
49 
 
ignore the complexity of professionalization, socialisation and identification, and of 
supporting the development of novice teachers’ “autonomy” (Jarvinen & Kohonen, 
1995, p. 26).  
Induction programs are not uniform; they vary in duration, size, intensity, and 
target, are subject to factors such as available funds and attitudes of institutes 
(Castetter & Young, 2000; Ingersoll & Smith, 2004; Mangione, Pettenati, Rosa, 
Magnoler, & Rossi, 2016), and take various forms, such as mentoring, workshops, 
orientations, lectures and seminars, observing, and giving trial lectures (Ingersoll & 
Smith, 2004; Jarvinen & Kohonen, 1995). Ingersoll and Smith (2004, p. 30) specifically 
describe mentors as “local guides”, seasoned teachers who offer support to novice 
teachers, but with different duration, intensity, purposes and numbers of mentees.  
The European Commission (2010) classifies induction programs as formal and non-
formal, according to whether programs are compulsory or voluntary. Formal 
programs are generally strongly controlled by education departments and often 
“compulsory prerequisites” for obtaining a full teaching licence; their objectives are 
not only offering help to newcomers but also “safeguarding the quality” of teachers 
who will be licensed (European Commission, 2010, p. 14). Non-formal programs are 
voluntary and usually aim to offer support for overcoming transition difficulties.  The 
European Commission (2010) also identified three dimensions of support needed by 
beginning teachers that should guide the development of effective induction 
programs: the professional dimension, that focuses on helping beginning teachers to 
improve teacher knowledge and skills; the social dimension, that stresses support of 
newcomers to adjust to new school community and culture; and, the personal 
dimension, that refers to developing teachers’ professional identity 
Several conditions are considered necessary for effective induction activities, 
including, for example, sufficient financial and time resources, clear responsibilities 
of stakeholders, coherence of pre-service education, induction and in-service 
education, a continuing learning teacher community, competent mentors and 
leaders, and regular review and evaluation of induction programs (European 
  
50 
 
Commission, 2010) Other researchers , such as Huling-Austin (1992) and Ingersoll and 
Smith (2004), attach importance to offering guiding and collaborative activities with 
mentors from the same teaching field. To bridge the gap between teacher 
preparation and practice, teacher induction must be not only built on initial teacher 
education but also feed into ISTE (European Commission, 2010).  
2.4.3. Pre- and in-service teacher education and professional development  
Teacher education cannot be limited to initial teacher preparation (Placier et 
al., 2016) and PSTE is merely the beginning of long process of teacher learning. ISTE 
is important and is not just more years of pre-service education (Villegas-Reimers, 
2003), although it is important to distinguish between in-service and on-service 
education. Some researchers (e.g., Edelfelt, 1985; Edelfelt & Johnson, 1975) refer to 
on-service education as training for unqualified teachers and in-service education as 
training for qualified teachers. Gardner (1995, p. 628), however, defined those two 
terms from a different perspective. He described the scope of teacher training as a 
continuum: 
At one end is a form of training that takes place wholly away from 
the school, possibly in some specifically designed training 
environment. At the other end of the continuum are practices 
where all the training takes place in the schools in which the 
teachers normally work. Between the two poles of the continuum 
might be a series of practices that provide training to greater or 
lesser degrees in or out of school. 
Distinction between in-service and on-service teacher education has not been 
clarified in this study, although the differences in context of training and teachers’ 
backgrounds will influence planning, designing and conducting teacher training. 
There is some uncertainty about the relationship between ISTE and training and 
teacher PD. Day (1997, p. 266) also has proposed in-service teacher education is “a 
part of PD but not the whole”. Villegas-Reimers (2003) argues that there is no clear 
  
51 
 
boundary between them, according to the content of ISTE, and Greenland (1983) for 
example, describes the content of in-service education in terms of four categories: 
1) In-service education and training of teachers (INSET) for unqualified 
teachers, mostly referring to certification courses; 
2) INSET for upgrading teachers; 
3) INSET for preparation of new roles, such as principal or teacher 
educators; 
4) INSET about curriculum, mainly related to curriculum changes or ad 
hoc refresher courses. 
As more and more perspectives of PD are integrated, so PD is defined more 
broadly and dynamically (Day, 1999; Day, Elliot, & Kington, 2005; Day & Sachs, 2004; 
Eros, 2011). Based on these views, the definition of teachers’ PD in this research is: 
an on-going, purposeful and systematic process so that teachers acquire and improve 
knowledge, skills, attitude, awareness, and beliefs via occasional and planned 
learning and practices (including workshops, courses, seminars, coaches, practices, 
research, communication, to name a few) throughout each phase of their career. It 
aims to train well-qualified and professional teachers in order to maximise every 
student’s learning, so that all teachers’ careers can be developed, all students can 
achieve their learning potential, and school and system-wide positive improvement 
can be driven. 
2.4.3.1. Modes of professional development 
Normally, PD is associated with staff development, in-service education, staff 
training (Schwartz & Bryan, 1998), continuing PD, adult learning (Justin, 2004) and 
lifelong learning, considered as the best means to achieve someone’s growth and 
renewal (Avidov-Ungar, 2016; Feiman-Nemser, 2001; Schwartz & Bryan, 1998) with 
the objective of the individual continuing to improve his or her profession through 
learning. On the other hand, it is argued that PD is mandatory to facilitate the 
administration of departments (Archibald, Coggshall, Croft, & Goe, 2011; Justin, 2004; 
King, 2012), to meet registration requirements (Gurney & Liyanage, 2015; Purdon, 
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2003), or to “maintain professional standing” (Schwartz & Bryan, 1998, p. 4). In 
Australia, for instance, at least 20 hours annually of PD activities must be completed 
by a registered teacher or early childhood teacher to renew their registration 
(Victorian Institute of Teaching).  In China, 360 hours of training every five years, the 
valid period of registration, should be completed by teachers so as to remain qualified 
and registered (Ministry of Education of the People's Republic of China, 2013a). 
In general, PD is about gaining entry to a particular profession for new 
professionals, and accessing ongoing education with the goal of enhancing 
professional capacity to keep up-to-date or supporting changes and reforms for mid- 
and late- career professionals (Dall’Alba & Sandberg, 2006; Meng & Tajaroensuk, 
2013; Schwartz & Bryan, 1998). It plays a crucial role in avoiding or overcoming career 
stagnation, atrophy and plateau, which a majority of practitioners encounter in their 
career and which may negatively influence their quality of life (Abele, Volmer, & 
Spurk, 2012; Gurney & Liyanage, 2015; Justin, 2004). 
Professional development can be formal and informal (Richter, Kunter, 
Klusmann, Lüdtke, & Baumert, 2011), and can range from brief workshops, lectures, 
and conferences to further study, coaching, and online learning, to name a few 
(Gurney & Liyanage, 2015; Sullivan-Casey, 2012). In Australia, the Victorian Training 
(2015, p. 19)  provide a comprehensive and detailed enumeration of professional 
learning modes:  
1) professional learning teams (learning area, year level, cross-
curricula) 
a. action learning 
b. examination of student work 
c. study groups 
d. lesson study 
e. case discussions 
2) peer observation 
3) mentoring 
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4) coaching 
5) in-House programs 
6) external consultant/ Critical friend 
7) external workshops 
8) accredited courses 
9) structured professional reading 
10)  personal professional reading 
11)  practicums/School visits 
12)  online learning 
13)  professional conversations 
Modes of professional development vary, and often classed dichotomously  as  
either conventional or self-directed, collective, and incidental (Gurney & Liyanage, 
2015) or as sponsored or independent (Gurney & Liyanage, 2016; Leung, 2009b). The 
first of both these classifications – conventional and sponsored -  are commonly top-
down, almost mandatory, with fixed content delivered in a pre-specified location 
(Feiman-Nemser, 2001; Richter et al., 2011). Some studies have revealed these are 
the most popular modes of PD (Garet, Porter, Desimone, Birman, & Yoon, 2001) and 
preferred by beginning teachers (Griffin, 2001). Conventional PD is generally 
undertaken by means of workshops or courses (Griffin, 2001; Richter et al., 2011) 
which disseminate information (Lieberman, 1996), such as “the latest research 
findings, new techniques and strategies” (Feiman-Nemser, 2001, p. 1041), to a larger 
population in a short time. It is efficient for the induction of new practitioners and 
supporting system-wide reform, and is effective if they are then followed by other 
supplementary PD programs (Villegas-Reimers, 2003; Zeegers, 1995).  
However, for promoting meaningful changes in teaching activities (Garet et al., 
2001; Loucks-Horsley, Hewson, Love, & Stiles, 2010) and improving teachers’ careers 
(Loucks-Horsley et al., 2010), several aspects of this form or mode are criticised. For 
example, it is argued to be ineffective in offering teachers coherent programs 
because it is usually a ‘one-shot’ approach without follow-up sessions. Its pertinent 
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content relates to teachers’ needs (Villegas-Reimers, 2003), but it regards teachers 
as passive recipients (Lieberman, 1996; Scribner, 1999). 
 In contrast, independent, or self-directed, collective, and incidental, modes of 
PD are bottom-up, at teachers’ own initiatives (Richter et al., 2011) and mainly focus 
on cultivation of teacher agency (Gurney, Liyanage, & Huang, 2017) and autonomy 
(Blaschke & Hase, 2014). These modes of PD are directly related to teaching practice 
and involve activities such as mentoring, reading, classroom observations, discussion 
forums, reflecting on lessons, online learning, study groups and professional 
conversations (Gearhart & Wolf, 1994; Greenleaf, Schoenbach, Cziko, & Mueller, 
2001; Grossman, Wineburg, & Woolworth, 2001; Schifter & Fosnot, 1993). It also can 
be undertaken at various places and times, and  as Tienken and Stonaker (2007, p. 
24) commented, “every day is a professional development day”, every practitioner 
can experience PD anytime and anywhere. Potentially, a conversation or just a chat 
with colleague about a specific topic, even during lunch, coffee hours, can be included 
in this mode (Preston, 1993; Schwartz & Bryan, 1998). In these circumstances, 
teachers are individuals responsible for their own learning and development and 
external assessment is unnecessary for its success (Loucks-Horsley et al., 1987; 
Villegas-Reimers, 2003).  
In general, PD needs to be considered not an event but a dynamic, continuous 
and life-long process (Desimone, 2009; European Commission, 2010; Loucks-Horsley 
et al., 1987) that permeates teachers’ daily lives (Guskey, 2000; Lieberman, 1995a; 
Preston, 1993). However, no one mode is superior to all others or could be employed 
in any and every setting (Scribner, 1999; Villegas-Reimers, 2003). Hence, the 
particular context, including teachers’ beliefs, values, practices and needs, a school’s 
culture and structure, and students’ cultural background and knowledge base, have 
to be borne in mind by providers of conventional sponsored PD (Guskey, 1994, 4-8 
April; Scribner, 1999; Villegas-Reimers, 2003). In ethnic minority areas, in China 
particularly, more attention needs to be paid to the uniqueness of each educational 
context as a critical factor in teachers’ PD and the entire education system (Guskey, 
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1994, 4-8 April). Given that the forms of PD are various, and that there is no single 
form fitting and effective to all educational settings, it is much more significant to 
investigate common characteristics that most successful PD shares rather than 
discern which one specific mode is better than others (Griffin, 2001).  The factors that 
contribute to effective PD are discussed in the following section. 
2.4.3.2. Effectiveness of professional development 
Effective PD is indispensable to “notable improvements” (Guskey, 2000, p. 4) in 
education, and many studies aim to identify the characteristics of effective and high-
quality PD that achieve the greatest impact, (Anderson, 2009; Darling-Hammond, Wei, 
Andree, Richardson, & Orphanos, 2009; Guskey, 2003; Kedzior & Fifield, 2004). For 
example, Darling-Hammond et al. (2009, p. 5) concluded that “effective professional 
development is ongoing, intensive and connected to practise; focuses on the teaching 
and learning of specific academic content; is connected to other school initiatives; 
and builds strong working relationships among teachers.” Kedzior and Fifield (2004, 
pp. 2-3) discussed ten characteristics (content-focused, extended, collaborative, part 
of daily work, ongoing, coherent and integrated, inquiry-based, teacher-driven, 
informed by student performance and self-evaluation), three forms and five barriers 
to conducting high quality teacher PD.  
However, research findings on the characteristics of effective PD are sometimes 
“inconsistent and often contradictory” (Guskey, 2003a, p. 748). Guskey (2003) 
reviewed and analysed thirteen lists of characteristics of effective PD that were 
generated in the ten years before his study. He found each list had different elements 
and no single form was included in all lists. Nonetheless, such research is necessary 
to pursue and evaluate effectiveness of PD. Therefore, in the following sections 
effective PD will be discussed in four aspects: duration, content, strategies and 
evaluation.  
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2.4.3.2.1. Duration 
The duration of PD is regarded as a vital factor influencing its effectiveness 
(Anderson, 2009; Birman, Desimone, Porter, & Garet, 2000; Garet et al., 2001; Guskey, 
2003). Rather than one-off presentations or workshops, many studies indicate longer 
duration, including the time teachers spend in programs and the time-frame of 
program (Garet et al., 2001), has stronger and more positive impact on teachers’ 
learning and development (Birman et al., 2000; Darling-Hammond et al., 2009; 
Loucks-Horsley et al., 1987; Villegas-Reimers, 2003). Longer duration programs are 
more likely to offer opportunities for active learning (Birman et al., 2000; Garet et al., 
2001), comprehensive implementation (T. B. Corcoran, 1995; Darling-Hammond et 
al., 2009), meaningful feedback (Garet et al., 2001), in-depth reflection, and overall 
coherence of a PD program (Garet et al., 2001).  
Further, students’ learning and performance is more likely to be improved 
when teachers experience long-term PD programs (T. B. Corcoran, McVay, & Riordan, 
2003; Darling-Hammond et al., 2009). Although some contrary study results showed 
that the duration of PD has no considerable role in its effectiveness (Kennedy, 1998; 
Wenglinsky, 2002), rather than completely negating the role of time, much evidence 
reflects and stresses that the duration needs to be appropriate and time ought to be 
“well organized, carefully structured and purposefully directed” (Guskey, 2003, pp. 
11-12; 2003a). 
2.4.3.2.2. Content 
Undoubtedly, content of PD is decisive for its effectiveness (T. B. Corcoran, 
1995) as it is integral in the planning and implementation of PD. Generally, research 
shows that content focuses on all aspects of teacher knowledge (Shulman, 1986b, 
1987) (as discussed in section 2.3. Teacher knowledge), not only subject-matter 
knowledge (Kennedy, 1998) but also pedagogical knowledge, including problems of 
instruction (Little, 1984), the way that students understand subject matter 
(Desimone, 2011; Garet et al., 2001) and awareness and understanding of 
educational context. Studies emphasised that contextual knowledge, such as various 
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context-specific settings and diverse students’ background and characteristics, 
strongly affects the effectiveness of PD and has to be factored into the considerations 
of PD planners and designers (T. B. Corcoran et al., 2003; Grossman, 1990; Guskey, 
2003a).  
Content of PD can target the needs of teachers, and students, in settings such 
as remote ethnic minority schools. Guskey (2003a) argued that programs focusing on 
pedagogical knowledge might be more beneficial to teachers in economically 
backward regions, where competent teachers are lacking, while such programs may 
bring little progress for teachers in more affluent areas. From a different perspective, 
Banks et al. (2001) pointed out effective PD programs must help teachers become 
knowledgeable about cultural and social contexts of teaching. This requires programs 
to support teachers to be equipped with multicultural consciousness and 
understanding, as well as comprehension of the complicated features of certain 
ethnic group they teach and how these elements profoundly influence learners’ 
conceptions and behaviours. Appropriate PD can also assist teachers to acquire the 
skills to integrate this multicultural knowledge into their educational activities via 
curriculum design and pedagogical actions (Banks et al., 2001; Gay & Howard, 2000), 
increasing the possibilities of effective educational practice in ethnically diverse 
classrooms (Gay & Howard, 2000). 
“Focusing on content” (Garet et al., 2001) is identified as a core feature of 
effective PD, however, a single PD program cannot include all levels and facets of 
content. Thus, the coherence of PD is stressed (Garet et al., 2001). Garet et al. (2001) 
proposed three ways to address the need to achieve and evaluate coherence of PD, 
two of which concern content of PD (the third concerns PD strategy, see 2.4.3.2.3). 
First, a PD program ought to be based on prior learning, that is, each PD activity needs 
to be associated to previous activities, be more advanced than previous activities, 
and be followed up by even more advanced activities. Second, PD has to align with 
national, district and local policies, standards and assessments. Such content 
increases the possibility and likelihood of implementation and subsequent 
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improvement of teaching practice (Grant & Peterson, 1996). Similarly, other studies 
also highlight the imperative of integrating PD programs with each other and whole 
school improvement (Griffin, 2001; Joyce & Showers, 1995). Furthermore, content of 
PD must not only meet the immediate professional needs of teachers, but also 
provide support for long-term professional needs and personal needs (Day, 1997).   
2.4.3.2.3. Strategies 
2.4.3.2.3.1. Designing strategies 
Normally, the principal decision-makers in provision of sponsored PD are 
managers of schools or experts from outside schools, and thus teachers are enrolled 
in PD programs considered valuable or necessary by “managers [and/or] experts” 
(Loucks-Horsley et al., 1987, p. 11). However, teachers as frontline practitioners 
cannot be regarded as passive recipients (Lieberman, 1996) because “any time staff 
development opportunities ignore the importance of involvement by participants, 
one can expect only hit-or-miss results” (Loucks-Horsley et al., 1987, p. 12). Teachers’ 
roles therefore need to be reinforced (T. B. Corcoran, 1995) and their engagement in 
design and delivery of PD programs needs to be increased (Griffin, 2001; Villegas-
Reimers, 2003). This also requires teachers to be respected as professionals (T. B. 
Corcoran, 1995; T. B. Corcoran et al., 2003) whose conceptions of PD to need to be 
taken into account. This will contribute to stimulating active learning and more 
effective PD (Desimone, 2011). 
2.4.3.2.3.2. Implementation strategies 
Among the diverse implementation modes of PD (see section 2.4.3.1. Modes of 
professional development), the most common and traditional forms, such as 
workshops, conferences, courses, lectures, have been criticised for ineffectiveness in 
providing high quality PD to improve teaching activities (Garet et al., 2001; Loucks-
Horsley et al., 2010) and teachers’ careers (Loucks-Horsley et al., 2010). Consequently, 
innovative or “reform” (Garet et al., 2001, pp. 920-922) types of PD, including 
mentoring, coaching, peer observation, and study groups, have attracted more 
attention (Griffin, 2001) because they are considered to be more effective in 
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connecting with and facilitating changes of teaching practices (Darling-Hammond, 
1995; Little, 1993). These forms adopt collaborative and collegial learning approaches 
(Griffin, 2001) that provide an opportunity for teachers from the same or similar 
educational settings to discuss problems and thoughts that arise during their learning 
and practising (Garet et al., 2001), and which are considered more likely to promote 
effective PD outcomes (Díaz-Maggioli, 2004; Fullan & Hargreaves, 2002).  
In addition, interactive learning communities can be built to facilitate active 
learning (Adams, 2010) and mutual support and improvement (Desimone, 2011; 
Loucks-Horsley, 1996; Supovitz, 2002). Researchers had doubts about collaborative 
learning opportunities in sponsored PD (Achinstein, 2002; Little, 1990) has motivated 
PD providers to offer more structured, purposeful and meaningfully-focused 
collaborative learning (Adams, 2010; Guskey, 2003; Loucks-Horsley & Matsumoto, 
1999).  
2.4.3.2.4. Evaluation 
Evaluation is “the systematic investigation of merit or worth”(Joint Committee 
on Standards for Educational Evaluation, 1994, p. 3). Therefore, PD programs ought 
to include evaluation of the effectiveness of PD as one of the essential elements 
(Guskey, 2000). Evaluation is not only to distinguish the effective from the ineffective, 
but also to analyse the how and why (Guskey, 2000). Therefore, all aspects of PD 
activities need to be assessed continuously by PD providers and/or researchers, 
including not only learning, affective, and behavioural outcomes for both teachers 
and students, but also wider influences on schools (Guskey, 2003a; Loucks-Horsley, 
1996). As well, during-programs assessment could be timely to gauge participants’ 
satisfaction and engagement in order to make prompt adjustments to promote 
effectiveness. After-programs evaluation could present comprehensive appraisal , 
which would enrich the knowledge base, optimise design, and improve 
implementation of PD (K. Kent & Lingman, 2000; Loucks-Horsley, 1996).  
It cannot be denied that besides these four aspects of duration, content, 
strategies, and evaluation, other elements have also been regarded to be associated 
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with effective PD, but no characteristic can guarantee effectiveness in isolation (T. B. 
Corcoran et al., 2003). Thus, all relative factors need to be considered synthetically 
to design and implement effective PD programs. Overall, planning and implementing 
effective and high-quality PD is challenging, expensive, and time-consuming (Garet et 
al., 2001). However, effective PD deserves to be pursued because it will increase the 
possibilities of improvement and growth for teachers, students, schools and the 
overall educational system. 
2.5. Professional development in China 
2.5.2. Professional development in school education 
PD in school education and PD of teachers draws much attention in China, as in other 
parts of the world, on account of the central role of teachers’ in school education. 
Consequently, the many different ways it is understood and characterised (Broad & 
Evans, 2006a) differ little from other settings, that is, some scholars regard it as a way 
to fill teachers with knowledge, attitudes and skills (Bolam, 2003; Broad & Evans, 
2006a; Gall & Renchler, 1985; Hoyle, 1980) to make them become professional and 
competitive in performing their assigned roles. Some claim it is about promoting 
teachers’ specialisation in order to solve problems, such as better meeting learners’ 
achievement needs (Díaz-Maggioli, 2004; Joyce & Showers, 1995; McLaughlin & 
Zarrow, 2001). Some emphasise its function to facilitate educational reform and 
improvement (Fullan, 1995; Guskey, 1994, 4-8 April, p. 2; Hardy & Wagga, 2009; Little, 
1993). In China, most teacher PD programs are nationwide, top-down and unified. 
Four main types of PD program account for the majority of PD undertaken in China 
and these are introduced in this section.  
The National Training Program for primary and secondary school teachers 
(hereinafter NTP) is one of the programs most commonly undertaken. NTP was 
launched in 2010 and is administered by the government. It aims to improve the 
quality of K-12 teachers, especially of rural K-12 teachers, and to promote reforms 
and developments of K-12 school education. As it is organized by the Ministry of 
Education and supported financially by the Ministry of Finance, it has a wide scope of 
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implementation, heavy investment, and widespread influence (J. Wang, 2015). NTP 
designs and implements model-training programs for primary and secondary school 
teachers. Implementation involves two approaches. One is the training of ‘backbone 
teachers’ (teachers who are more active and have a good reputation in teaching and 
research) and teacher trainers who can play leading, influential, and model roles and 
train colleagues and teachers in remote areas via distance training. The other aims to 
improve the professional competence of primary and secondary school teachers in 
central and western China through offering additional training programs and 
opportunities for teachers in rural schools (Ministry of Education and Ministry of 
Finance, 2010). NTP has several approaches, such as short-term, face-to face training 
at leading universities, primary and secondary schools, or professional teacher 
training institutes (although, there are very few such institutes in China), 
observations, or distance training.  
Teaching and Research Group (jiaoyanzu or jiaoyanshi) (hereinafter TRG) 
activities, which have a solid tradition, are the most popular PD in all levels of schools 
(G. W. Hu, 2005b). The minimum requirements of PD for re-registration could be 
easily met by regular TRG activities. TRG is a formal organization based in schools 
which connects teachers together (Paine & Ma, 1993). Teachers are grouped into 
different TRG groups, normally according to subject area. In most rural schools, 
teachers are grouped into one TRG based on subject alone, because there is only one 
or two teacher(s) for each subject at each grade.  However, in some big urban schools, 
teachers are grouped into a TRG according to the subject and the grade they teach. 
Each TRG has a head, who is regarded as the best teacher, or one of the best, in this 
section and who is paid for this duty. Normally, schools stipulate every TRG has to 
take at least one activity each week, and even the day will be stipulated for each 
subject. Weekly group meetings and occasional group activities are the two main 
forms of TRG.  However, the content of TRG activities can be discussed by the head 
and teachers together. Normally TRG activities involve: 
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 collectively studying and discussing the national teaching outline; 
designing an instructional plan; studying and exploring subject matter; 
examining teaching methods; checking teachers’ work; organizing 
student meetings to get feedback on teachers’ work; arranging and 
setting goals for peer observation of colleagues in the jiaoyanzu; 
organizing and conducting in-service teacher education; facilitating the 
induction of new teachers; organizing and supporting preservice teacher 
education; and designing, organizing, and leading the activities of the 
“subject area interest group”. (Paine & Ma, 1993, p. 678) 
Classroom observation is another PD practice undertaken by teachers, 
including English language teachers (G. W. Hu, 2005b). This is largely for two main 
reasons. One is that there is a gap between theoretical learning in pre-service 
education and in in-service teaching practice so teachers, especially novice teachers, 
learn how to teach by observing seasoned and accomplished teachers. Another is 
that, as the National Matriculation Test (NMT) is the ‘baton’ leading the whole 
education ‘orchestra’, teachers are eager to improve teaching results and students’ 
performance through direct observation of teachers whose students got high scores.   
Classroom observation normally includes ordinary lectures, demonstration 
lectures, and competition lectures observation (G. W. Hu, 2005b). Ordinary lectures 
observation (hereinafter OLO) is popular with novice teachers as they can observe 
seasoned practitioners’ classes to learn the way to teach, manage a classroom, 
communicate with students, and then adapt to their role of teachers as soon as 
possible. In addition, OLO is a task of TRG. Every teacher is been assigned to give a 
class to be observed, and then all teachers of the same subject give comments and 
feedback on it. This is mutually beneficial. On one hand, it is beneficial both to 
lecturers, who can receive meaningful suggestions, and to observers, who can learn 
from lectures’ teaching practices (Richards & Lockhart, 1994). On the other hand, it 
is beneficial to novice teachers as well as seasoned teachers, as novice teachers can 
learn from experienced teachers, and also offer some new or updated concepts or 
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approach to their senior colleagues. Furthermore, OLO is a crucial part of some 
formal PD programs that assign teachers to high-quality schools to observe 
sophisticated teachers’ classes. 
The purpose of demonstration lectures observation (hereinafter DLO) is usually 
a strategy for implementing reform initiatives, such as showing what a new textbook 
is or how an innovative teaching method works (G. W. Hu, 2005b). Demonstration 
lectures are given by expert teachers for their home schools, or open to other schools 
of a district or province or even the whole country (Paine & Ma, 1993). Competition 
lectures observation (hereinafter CLO) is an inspiring activity for both competitors 
and audiences. Some competitions require competitors must be under certain age 
and aim to inspire young teachers to be more effective. Some are inter-school or 
inter-district competitions that aim to select the most effective teachers and inspire 
all teachers to strive for “educational excellence” (G. W. Hu, 2005b, p. 683).   
In recent years, Recorded Webcast Courses (hereinafter RWCs) have become a 
new approach to share teaching resources and a vital locus for PD. RWCs developed 
an innovative distance education model which is more closely integrated with regular 
classroom teaching (S. Li, Wang, & Bai, 2009). It uses information technology to 
transfer and show effective classroom instruction from ‘front-end’ sophisticated 
schools to ‘far-end’ rural schools (X. Q. Li & Liao, 2014; Ni, 2011). The front-end 
teachers’ classroom teaching practices are recorded and the recordings are then sent 
to far-end teachers. Far-end school teachers and students can watch and learn from 
the recorded courses.  There are four groups of teachers involved in RWCs: 
1) far-end teachers who are the teachers in far-end schools;  
2) technology teachers who provide technical support;  
3) instructors who teach at front-end schools; and 
4) inspectors who check the whole process and teaching material at front-end 
schools.   
RWCs are a form of collaborative teaching (He, 2007) through which high-quality 
teaching materials of front-end schools are shared with far-end schools and the 
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teaching methods, teaching experiences, and teaching art have been shared as well 
(S. Li et al., 2009). Front-end school teachers show online how to prepare lessons, 
how to design and plan a week’s teaching to several far-end school teachers at 
regular intervals and then they communicate and discuss some ideas online as well. 
Therefore, it not only facilitates sharing of high-quality educational resources but also 
provides real-time and on-site in-service trainings which eases for practitioners the 
tension between teaching commitments and the need to complete PD (He, 2007; X. 
Q. Li & Liao, 2014).  
In addition to these four principal types of PD programs, other PD activities are 
undertaken by teachers, such as further study, professional conversations, 
workshops, online learning, to name a few. Moreover, there are PD programs 
provided by foreign universities; teachers are invited to foreign universities to receive 
a short-term training, and English language teachers have more opportunities for 
such programs, such as short-term TESOL training. Not surprisingly, given China’s 
diversity, the research literature reports on the many varied aspects of PD in different 
teaching subjects, regions, and contexts, including English language teachers’ PD in 
ethnic minority areas. 
2.5.3. Professional development for English language teachers 
The last half century of second language education has seen a major paradigm 
shift, articulated by Jacobs and Farrell (2001, p. 4) as ten main components (see Table 
1: Paradigm Shift in Second Language Education). This shift reveals the imperatives for ELT 
teachers’ PD, and furthermore, the need for ELT teachers to engage in long-term, 
ongoing, and adequate PD activities to develop and maintain the knowledge base, 
requirements, and standards required for practitioners of the profession of English 
teaching (Richards, 2010). In addition to discussions in previous sections that are 
applicable for ELT teachers, the following two sections focus explicitly on English 
language teachers’ PD. 
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Table 1: Paradigm Shift in Second Language Education12 
   
2.5.3.1. Longitudinal development 
Longitudinal PD of English language teachers is usually top-down and driven by 
professional or regulatory bodies (Leung, 2009b, 2013). There have been many 
professional organisations which aim to safeguard the ELT profession and activities 
(Liyanage, Walker, & Singh, 2015; MacPherson, Kouritzin, & Kim, 2005), especially in 
Anglosphere nations, such as Australia (Gurney & Liyanage, 2015) and Canada 
(MacPherson et al., 2005). These organisations operate at international, national, 
regional, and local levels. Some of them stipulate and invigilate standards for ELT 
associations and institutions, requiring these bodies to provide and support 
practitioners’ PD, and some of them design and offer PD programs directly to ELT 
teachers (Gurney & Liyanage, 2015; MacPherson et al., 2005).  
 
12 Adapted from “Paradigm shift: Understanding and implementing change in second language 
education” by G. M. Jacobs, and T. S. C. Farrell. 2001, TESL-EJ, 5, p.4. Copyright 2001 by G. M. Jacobs, 
and T. S. C. Farrell.   
Principal paradigm shift in second language education 
Positivism Post-Positivism 
Focus on Rather than 
Learners Teachers 
Learning process Learning products 
Social nature of learning Decontextualized and separate learner 
Viewing learners’ diversity as resources Impediment 
Views of those internal to the classroom Only valuing outsider’s views 
Meaning Rote learning 
Learning as a lifelong process Preparation for exams 
Whole-to-part orientation Part-to-whole 
Context and connection between school 
and outside world 
School as an island 
Learners understanding the purpose of 
learning and developing their own aims 
Purposeless learning activities 
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In China, however, there is no separate accrediting organisation to set 
standards for and to regulate English language education providers and ELT 
practitioners, and to provide ongoing PD. A few training organisations have designed 
and organised some training events for ELT teachers, but these programs principally 
focus on teachers’ individual language proficiency rather than other facets of teacher 
knowledge (D. Y. Liu, 2010). The main bodies who take charge of ELT teachers’ PD are 
affiliated to national and regional education departments. They organise workshops, 
conferences, and short-term trainings for ELT teachers, including induction for 
novices and carrying out educational reforms. These kinds of PD programs are 
effective if they is followed by other supplementary activities (Villegas-Reimers, 2003; 
Zeegers, 1995). However, these programs and their providers are criticised for failing 
to provide systematic training (D. Y. Liu, 2010), failing to adequately meet teachers’ 
needs (Villegas-Reimers, 2003), and failing to arouse teachers’ enthusiasm and 
initiative to undertake developmental activities (Lieberman, 1996). In contrast, 
horizontal PD activities are more popular among ELT teachers wishing to enhance 
their professional skills and knowledge. 
2.5.3.2. Horizontal development 
Horizontal PD activities, including mentoring, peer coaching, peer observations, 
forums, discussions, collaborative lesson planning, and teaching competitions, all 
take place among teachers in the workplace and are directly related to their teaching 
practices (G. W. Hu, 2005b). In China, the Teaching and Research Groups (jiaoyanzu 
or jiaoyanshi) (Paine & Ma, 1993; Ross, 1993) in all schools are vital organisations and 
the principal means for facilitating teaching practices and PD activities (H. M. Hu, 
2005; L. Lin & Wang, 2009; Paine & Ma, 1993; Xie, 2006). Teachers are grouped in a 
Teaching and Research Group section by subject and/or grade level and ELT teachers 
are no exception (Ross, 1993).  
In a TRG section, teachers have opportunities to engage in several types of PD 
activities, both formal and informal. Formal activities involve peer coaching, group 
meetings, collective curriculum and lesson planning, teaching or classroom 
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observations and competitions. Informal activities include peer communication, 
forums, and chatting about similar issues or students with colleagues. These activities 
could be conducive to establishing and sustaining “facilitative and supportive 
relationships” (G. W. Hu, 2005b, p. 682) among practitioners, so individual 
capabilities will be leveraged and pooled to generate a synergetic effect (Hargreaves, 
1994; Ross, 1993).  
Furthermore, it can promote teachers’ PD consciousness and ongoing PD (G. W. 
Hu, 2005b). Some underlying disadvantages of TRGs, however, have been pointed 
out; sections may become tools to implement authorities’ decisions and strangle 
individual opinions, and, because of the nature of Chinese society and culture, group 
members may avoid critical evaluation (G. W. Hu, 2005b). 
2.5.4. Professional development of English language teachers in rGyalrong junior 
secondary schools 
Literature focusing on ELT teachers’ PD in rGyalrong area is scarce, but indicates 
the quality and quantity are both insufficient. It has usually been discussed as a part 
of issues of the Tibetan areas and rural areas of China. For example, the Research 
Group of National Teacher Professional Development Surveys (2011) investigated the 
relationship between policy and the status of primary and secondary teachers’ PD. 
Several conclusions were drawn, for example, a teacher is assigned two or more 
subjects in many rural schools, and the teachers’ consciousness of their PD needs 
requires strengthening. However, this research was nation-wide and did not explicitly 
underscore the features of ELT teachers’ PD in rGyalrong area or specific ethnic areas. 
There are also some relevant studies conducted in the broad Tibetan area 
(Chen, 2016; X. Huang, 2015; Z. L. Li, 2013; W. Sun, 2012; X. J. Wang, 2005). These 
have found that most ELT teachers believe that they, as professionals, need to be 
conscientious and have the desire for personal and professional development (Chen, 
2016), and, furthermore, that some PD programs conducted in the Tibetan areas 
benefit teachers to some extent, such as training in Mandarin, information 
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technology, educational reforms, and observation of urban school teachers’ 
classroom teaching.  
However, several problems and their sources have been identified. For example, 
ELT teachers’ PD in the Tibetan area has been negatively affected by social and 
economic development, the physical-geographical environment, and cultural 
differences (Chen, 2016; X. J. Wang, 2005). Teachers’ professional competence needs 
to be improved and opportunities for PD are rare (Z. L. Li, 2013; Lv, 2011a; X. J. Wang, 
2005), although many teachers lack awareness of PD and/or initiative to seek out PD 
(W. Sun, 2012). In addition, trilingual education further complicates difficulties for 
teachers’ PD. Some nation- or province-wide programs do not consider the 
specialised nature of remote ethnic minority educational contexts. Although some 
corresponding strategies to remediate these issues have been proposed, the 
literature and research focus on ELT teachers’ conception of PD and the tension 
between their conceptions and interactions with PD is in its infancy. 
2.5.5. Technology and English language teaching 
Information and communication technology (hereinafter ICT) has influenced 
and changed practices of English language learning and teaching and of teacher’s PD 
(Renandya & Widodo, 2016). At early stages, technological tools in language 
classroom, such as phonograph records, reel-to-reel tapes, and portable cassette 
tape recorder, have been used for classroom activities of listening and voice 
recording (Wilkinson, 2016). Then computers and laptops brought great changes in 
language classrooms, such that almost all paper material could be replaced by 
electronic documents (Wilkinson, 2016). Now, computer assisted language learning 
(hereinafter CALL) involves various aspects, including materials, approaches, and 
platforms, of teaching and learning and integrates ICT into ELT.  
Scholars have debated CALL and ICT from several perspectives. Some have 
described the evolution of integration of ICT in ELT and effects of ICT on ELT.  
Warschauer (1996, 2000, 2 July), for example,  on the basis of the technology, English-
teaching paradigms, views of language, principal uses of computers, and principal 
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objective in each stage, sees CALL during 1970s to1980s, 1980s to 1990s, and the 21st 
century as moving from behaviouristic, to communicative, and now integrative. 
However, Bax (2003) took a different approach, using the dimensions of type of task, 
student activity and feedback, teacher roles and attitudes, position in curriculum and 
lesson, and physical position of computer to propose three “approaches … restricted 
CALL, … open CALL, … and integrated CALL”  (Bax, 2003, pp. 20-22).  
Building on the ideas of Warschauer and Bax, Dudeney and Hockly (2012) 
discussed implementations and outcomes of ICT in ELT in three phases. The first 
phase saw the introduction and use of computer hardware and learning materials in 
language classrooms practices. The second phase involved a major shift due to wider 
use of access to the internet that realizes virtual classrooms in which cultural-based 
global exchanges, and national and international classes are available online. The 
third phase of ICT in ELT is based on handheld devices, such as mobile phones and 
tablets, which offer easier access to learning outside the classroom and growth in 
game-based learning. Other researchers have discussed various stages of CALL. For 
example, Davies, Otto, and Rüschoff (2013) describe four stages, distinguishing 
contemporary CALL as more concerning communicative ability due to access to  Web 
2.0 in the 2000s. Other researchers (e.g., D. B. Kent, 2015; Sad, 2008) discuss the 
utilization of mobile phones in ELT. 
These advances in technology use have implications for PD imperatives to 
support teachers’ introduction and use of ICT in language teaching, as well as 
opportunities for language teachers, as there are many websites and resources for 
teacher learning and training, forums and professional communities for group 
discussion.  Especially due to the advent of Web 2.0, many user-friendly tools support 
language teachers in creation of new approaches and practices for teaching activities, 
participation in a global community of language educators via a wide range of 
communication platforms, sharing of resources, and “mutual social grooming” 
(Dudeney & Hockly, 2012, p. 539).   
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There is no doubt that ICT has increasingly impacted on the way languages are 
being learned and taught. However, some situations should be borne in mind; the 
“digital divide” (Dudeney & Hockly, 2012, p. 539) cannot be ignored. Not all teachers 
of ELT from all parts of world have easy access to better and simpler electronic 
products and technologies, and technology proved beneficial to one ELT context may 
not necessarily be useful in other authentic settings as various cultures and 
educational settings adopt technology differently (D. B. Kent, 2015; Traxler, 2009). 
Applications of CALL should be responsive to context in order to better serve 
educational goals, enhance language learning and benefit students (Wilkinson, 2016).  
2.5.5.1. Technology and English language teacher professional development 
Following the popular application of technology in ELT, the role of teachers’ in 
effective use of technology has become significant (Dudeney & Hockly, 2012; Yong 
Zhao & Tella, 2002),  for example, it is teachers who select the most suitable materials 
and approaches for students, and facilitate and guide them in the language learning 
process.  Conway and Zhao (2003) identified three broad positions of teachers in 
technology application in ELT. Some are luddites, who resist the introduction of 
technology because of worrying about their inability to learn it and/or being replaced 
by it. A second group are gatekeepers and decision-makers, who decide whether, 
what, and how technology gets applied in teaching. The third group are designers, 
who positively engage themselves in designing effective and efficient ways of 
learning and teaching through using various technological tools.   
There are two key issues in technology application in teacher education and 
teacher PD (Yong Zhao & Tella, 2002); how to prepare teachers to use technology 
effectively as a professional tool in classroom, and how technology is used in teacher 
education and development. Teacher education for CALL is a hot topic in this area. 
Egbert, Paulus, and Nakamichi (2002) recruited 20 teachers of ESL and EFL and 
employed a survey and a follow-up interview to investigate: 1) the way they learn 
CALL; 2) the interaction between what they learned and current teaching settings; 3) 
the conditions that influence their decision on using technology in teaching activities; 
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and, 4) their PD in CALL. The results of their study indicate that teachers who had 
CALL experience tend to use CALL activities in authentic classroom activities, that lack 
of time, resources and support are the barriers to teachers using of CALL, and that 
peers and information on websites are two main sources of teachers’ PD. They 
further implied context-based technology courses should be stressed in teacher 
education and PD of language teachers.   
Other studies can be categorised in two groups. One body of research focuses 
on CALL in pre-service language teacher education, on the development, content and 
processes of CALL courses in degree programs in language teaching at tertiary level 
(Egbert, 2006; Partridge, 2006; Peters, 2006; Slaouti & Motteram, 2006). Other 
researchers have investigated in-service CALL education for teachers of ELT, including 
formal PD programs, such as training projects, courses and workshops (Rickard, Blin, 
& Appel, 2006; Wong & Bensen, 2006), and informal activities such as mentoring, 
learning communities, and autonomous and self-directed learning (Hanson-Smith, 
2006; Kolaitis, Mahoney, Pomann, & Hubbard, 2006; Meskill, Anthony, Hilliker-
VanStrander, Tseng, & You, 2006; Robb, 2006).  
Technology becomes a critical tool for English language teachers’ PD in remote 
rural areas. Because teachers have full class-loads and little time to physically attend 
high quality and subject-related PD programs, teaching and learning modes assisted 
by technology, for example, RWC or Cloud courses (see section 2.5.2. Professional 
development in school education), have become a popular and efficient source of PD for 
rural teachers. Through these kinds of courses teachers can communicate online with 
counterparts in cities, and more effective instruction and high-quality educational 
resources can be shared (He, 2007; X. Q. Li & Liao, 2014; Ni, 2011). While ICT and ELT 
respectively have been improved continually, from the perspective of teachers and 
students in remote and ethnic minority settings, more attention needs to be directed 
to contextually appropriate and responsive ways to integrate those two aspects 
together, how to use technologies for teacher learning to improve teaching practices 
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and student learning, and how to connect CALL education to authentic classroom 
activities (Hubbard & Levy, 2006; Motteram, Slaouti, & Onat-Stelma, 2013)  
2.6. Summary 
This chapter has depicted a succession of theories and research which closely 
relates to this study. It has also delineated the boundaries of, and laid a solid 
foundation for, this study. Specifically, teacher knowledge as the cause and effect of 
teachers’ PD, and professional life cycles which interact with PD, have been discussed. 
Then teacher education and teachers’ PD, have been explored. Subsequently, it has 
extended to ELT teachers, and, more explicitly, ELT teachers in ethnic areas as well. 
Finally, technology and English language teaching and the implications for PD of 
teachers have been discussed.  
It is seen that teacher education and teachers’ PD have been given much 
attention. However, the particularities of PD of teachers in an ethnic area, especially 
ELT teachers in an ethnic area, has not been explicitly identified. Therefore, this study 
will endeavour to investigate the problems that the ELT teachers encountered in 
rGyalrong Tibetan and in what ways they try to overcome these problems. This will 
contribute to, and attract more attention to, research about teacher education and 
teachers’ PD ethnic and multicultural areas. The contextual and theoretical 
framework of this study has been presented. The following chapter presents the 
methodological basis for conducting this research, including how to collect and 
analyse data. In Chapter Four, the key findings are presented, analysed and discussed.
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CHAPTER THREE 
RESEARCH METHOD 
This chapter describes the research method used in this study, including its 
orientation, data and data collection instruments, participants, and the process used 
in data analysis. Qualitative research deeply explores social or human problems 
through diverse paradigms and various means of data collection and analysis 
(Creswell, 2007; Punch, 2005). Some common characteristics of qualitative research 
have been summarised by Creswell (2007, pp. 37-39), drawing on three qualitative 
research guides (Hatch, 2002; LeCompte & Schensul, 1999; Marshall & Rossman, 
2006) as follows: “Natural setting, researcher as key instrument, multiple sources of 
data, inductive and deductive data analysis, participants’ meanings, emergent design, 
reflexivity, holistic account.” These characteristics are precisely why a qualitative 
approach has been chosen for this study.  
Moreover, qualitative researchers, Creswell, Hanson, Clark Plano, and Morales 
(2007, p. 238) proposed that: 
Researchers should begin their inquiry process with philosophical 
assumptions about the nature of reality (ontology), how they know what is 
known (epistemology), the inclusion of their values (axiology), the nature in 
which their research emerges (methodology), and their writing structures 
(rhetorical).  
Therefore, in the following sections, ontology, epistemology and method are 
expatiated separately and axiology is implied throughout.  
3.1. Case study 
There is contention over whether case study is a research design, a 
methodology, or a method. Some contend it is a form of methodology and research 
inquiry (Denzin & Lincoln, 2005; Merriam, 1998; Yin, 2003). Others argue that it is not 
a method, as it does not offer a theoretical framework to guide the collection, 
analysis and interpretation of data (Stake, 2005; VanWynsberghe & Khan, 2007). In 
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this research the researcher follows the definition of case study proposed by Creswell 
and Poth (2017, p. 73): 
A qualitative approach in which the investigator explores a bounded system (a 
case), or multiple bounded systems (cases) over time, through detailed, in-
depth data collection involving multiple sources of information (e.g., 
observations, interviews, audio-visual material, and documents and reports), 
and reports of a case description and case-based themes.  
According to this definition, the following information will be presented and 
discussed: 
• the type of this case study 
• data collection (from whom: the case; how: methods of data collection) 
• data analysis (what, why & how) 
A group of ten rGyalrong English language teachers in Danba, a town in 
rGyalrong areas, were selected as participants in this study (for more details refer to 
section 3.3. Research context/setting and field site and 3.4. Participants). Following 
VanWynsberghe and Khan (2007) who argue a small sample size allows development 
an intensive and in-depth understanding of the case, a group of ten participants is a 
reasonable size for conducting this study to facilitate the researcher’s deep 
understanding the issues involved in this study. This makes the study a bounded case 
(Creswell et al., 2007) that, as such, has boundaries of limit and scope, and that, 
according to the intentions of the study, requires a case analysis (Creswell et al., 2007; 
Stake, 1995). Additionally, this study is a single case study as the researcher selected 
a group of rGyalrong English language teachers to illuminate the complexities and 
problematics they encountered in ELT and how they try to overcome these 
complexities.  
  Data collection instruments consist of a survey and a semi-structured 
interview (see section 3.5. Instruments for more details). With the assistance of NVivo, 
thematic analysis is used to analyse data and generate various case-based themes 
(see section 3.8. Data analysis for more details), which constitute the issues existing in 
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this case. The reasons these issues are present and possible responses to them will 
be discussed in Chapter Four.  
3.2. Ontology and epistemology 
3.2.1. Ontology 
Ontology is related to the nature and form of reality (Creswell et al., 2007). It 
has been described as “how things really are and how things really work” (Denzin & 
Lincoln, 1994, p. 108). Therefore, each research project should clarify the essence of 
the research objective/s through the phenomenon under study and its characteristics. 
In other words, it means research questions need to be answered explicitly. In 
Chapter One, the author broadly depicted the ‘reality’ of this research objective, the 
phenomenon of ELT, teacher professional development, and teacher education in 
China and in rGyalrong. In Chapter Two, the researcher situated ELT, teacher 
professional development, and teacher education within theories and previous 
research. Here we continue to clarify some key points which are the “nature of (this) 
reality” (Creswell et al., 2007, p. 238). 
School education is a social and organisational behaviour that aims to play a 
positive educational function purposefully and consciously. It aims to commit to 
ensuring that each student is treated with respect and dignity (Badeng & Liu, 2016). 
Teachers as education practitioners play a key role in school education to research, 
sift, and transfer the educational content – human civilisation. This requires teachers 
to be well equipped through PSTE and in-service professional development. 
Shulman’s categorisations  have informed this study by providing a means to classify 
the forms of professional knowledge that teachers are expected to acquire (Shulman, 
1986b, 1987). 
In multicultural societies, school education and teachers face more challenges. 
Multicultural education aims to guarantee that both male and female students from 
diverse social-classes and ethnic groups enjoy equal opportunities for education 
(Banks, 1993; Klein, Russo, Campbell, & Harvey, 1985; Sadker & Sadker, 1982). This 
requires teachers being equipped not only with pedagogical knowledge and skills and 
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multicultural knowledge, but also abilities to blend these two aspects in teaching 
practices (Banks et al., 2001; Gay & Howard, 2000). Ideally, multicultural education 
needs to be included in teacher preparation programs as a separate course (Gay & 
Howard, 2000), especially in countries with large numbers of immigrants or ethnic 
groups, such as China. Unfortunately, this may not happen in many teacher 
preparation programs, so, therefore, expectations for in-service professional 
development of teachers in this area have been raised. 
Furthermore, according to Maslow’s (1943) hierarchy of needs (physiological, 
safety, love, esteem needs, and the need for self-actualisation) and Badeng’s (Badeng 
& Liu, 2016) social needs (including need for achievement, affiliation and power), as 
human beings teachers have basic and higher-order needs. These needs generate 
different corresponding behaviours. Desire for professional development is one of 
teachers’ crucial developmental needs in their careers and influences their whole 
lives. This produces many corresponding motivations and behaviours.  Therefore, 
studying complexities existing in ELT in rGyalrong and how teachers deal with those 
complexities could facilitate better understanding about teachers’ needs and offer 
more effective support to meet their needs.  
Therefore, as indicated in Chapter Two, professional development in this study 
refers to: the on-going, purposeful, and systematic process through which teachers 
acquire knowledge, improve skills, and change attitudes, awareness and beliefs via 
spontaneous and planned (or consciously organised) learning and practices 
throughout each phase of their career. It aims to cultivate well qualified and 
professional teachers in order to maximise every student’s learning ability and results, 
to develop all teachers’ careers so that their personal and professional dignity be 
promoted, and to drive school and system-wide positive improvement so that all 
students from diverse backgrounds can achieve their learning potential. 
3.2.2. Epistemology 
The epistemology of this study involves with the way the research objective is 
understood and studied. In Chapter Two, diverse literatures in which other 
researchers explore and state various facets of the research objective were reviewed. 
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This is one way to know “what is known” (Creswell et al., 2007, p. 238).  Based on the 
ontology, in this section epistemology is discussed through other two aspects. 
    First, the relationship between researcher and research objective should be 
explicated and clarified in order to generate profound and impartial findings. On the 
one hand, as an rGyalrong person, I grew up and experienced education, and have 
been involved in several research projects and teacher training programs in Danba. 
Therefore, it is easier for me to draw material and data within rGyalrong area. On the 
other hand, all rGyarong educational issues need to be discussed as a part of a whole 
human experience in order to analyse the object’s historical origins, current status 
and future outlook. This requires the researcher to be unbiased and be impartial to 
implement the study objectively.  
Second, the aims of this research should be clarified. A study, as well as a theory, 
ought to achieve three aims, which are the functions of both research and theory. 
First, the research objective should be defined and clarified. This is the explanatory 
function of a research or theory. The research objective of this study is stated in 
section 3.2.1. Ontology. Second, how to use the research findings or theory should be 
clarified, which is the directive function in practice. In this study, all research findings 
are collected from frontline teaching practitioners in rGyalrong. The outcomes of 
discussion based on those findings will directly provide a basis for future policy 
making, which facilitates improvements in ELT and teacher education in rGyalrong. It 
will further offer reference for other sectors and areas in China. Third, hypothesising 
the direction of research, which is the predictive feature of research and theory. The 
research results of this study will provoke reflective thought about the nature of 
education and human being which eventually contributes to promotion of individual 
happiness and social harmony. Therefore, this study aims to achieve these goals and 
realise these functions by comprehensive investigation, analysis, and answering the 
research questions thoroughly. 
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3.3. Research context/setting and field site 
This study was conducted in Danba County. Danba, is one of the rGyalrong 
Tibetan compact communities, and is located in the eastern Ganzi Tibetan 
autonomous prefecture of southwestern China. It has a population of about 61,000, 
constituted by rGyalrong Tibetan, Han Chinese, and other ethnic groups ("A survey 
of Danba," 2016), such as Qiang and Hui (Jinba, 2013). Five major languages or 
dialects are spoken by local people, which are Sichuan dialect (Chinese), Tibetan 
(Kang dialect and Amdo dialect), rGyalrong language, Qiang language, Ergong 
language (Jinba, 2013; J. H. Lin, 2006). Moreover, Mandarin is taught and used at the 
schools in the study. 
Danba has four secondary schools, from which participants were selected. For 
confidentiality purposes, the names of the schools provided in this thesis are 
pseudonyms, which are D2JSS, DJSS, BJSS, and DSSS. 
There are four reasons why participants have been chosen in Danba. First, it is 
located on the border of Han and Tibetan areas, so it has particular geographical and 
cultural characteristics. Second, the Chinese literacy rate here is higher than in other 
parts of Tibet, which implies school education and English language learning are more 
popular than in other Tibetan places. Third, there are four languages operating in 
schools, rGyalrong, Tibetan, Mandarin and English. Fourth, the researcher has 
experience of school education in the rGyalrong area, so it is familiar to the 
researcher and made data collection convenient.  
3.4. Participants 
Participants consist of 10 full-time ELT teachers from four secondary schools in 
Danba that were introduced in the previous section.  For confidentiality purposes, 
they will be referred to using numbers from 1 to 10 (e.g., Participant 1, Participant 2) 
according to the sequence in which they were interviewed the first time. Two 
participants (P1 and P2) were from BJSS, two participants (P3 and P4) were from DSSS, 
three participants (P5, P6 and P7) were from D2JSS and three participants (P8, P9 and 
P10) were from DJSS. 
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Each participant was selected according to two basic criteria: one, the 
participant is employed at a secondary school in rGyalrong areas, and; two, the 
participant is a rGyalrong English language teacher. As the number of teachers in rural 
schools is small, the range of participants’ ages and the years of teaching experience 
are both broad, 25 to 45 years for age, and three to 20 years for teaching experience. 
All participants are rGyalrong ethnic Tibetan teachers. Participants, 4, 7, and 8 speak 
English as second language and their first language is Chinese. rGyalrong language is 
the first language of participants 1, 2, 3, 5, 6, 9, and 10, Chinese their second language, 
and English their third language. Participants were not required to possess any 
minimum or maximum qualifications. Due to difficulties attracting and retaining ELT 
teachers, some teacher participants have been assigned to teach English outside their 
area of certification. No requirement, therefore, was included for expertise, but this 
will be clarified in the final discussion, in terms of any influence on conceptions and 
practices of teaching English.    
Table 2: Participant Demographics 
rG = rGyalrong, C = Chinese, T = Tibetan, and E = English 
Participant School L1 L2  L3 L4 DITE Qualification 
Teachers’ 
major 
Subject(s) 
taught 
Experience 
(Years) 
P1 BJSS rG C E  Y Bachelor Y 
English 
History 
13.5 
P2 BJSS rG C T E N Bachelor Y 
English 
History 
1 
P3 DSSS rG C E  
N 
 
Y 
College 
certificate and 
Bachelor 
N 
 
Y 
English 18 
P4 DSSS C E   N 
Bachelor and 
TESOL 
certificate 
Y English 17 
P5 D2JSS rG C E  Y Bachelor Y English 3 
P6 D2JSS rG C E  N Bachelor Y English 8 
P7 D2JSS C E   Y Bachelor  English 12 
P8 DJSS C E   Y Bachelor Y English 20 
P9 DJSS rG C E  Y 
College 
Certificate 
Y English 20 
P10 DJSS rG C E  Y Bachelor Y English 1.5 
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Participant demographics are shown in Table 2: Participant Demographics. The 
Table presents participants’ gender, ethnicity, languages, graduate status, 
qualification/s, major/teachers’ major, subject/s taught, years of experience, location, 
and grade level/s.  Participants 2, 4 and 6 graduated from NDITE but in teachers’ 
major in English. Participant 3 graduated from non-teachers’ major of NDITE and then 
gained a bachelor’s degree in teachers’ major of a DITE during teaching service. The 
other six participants graduated from DITE and teachers’ major in English. Participant 
9 gained a college certificate and the other nine participants received bachelor’s 
degrees. One participant (participant 4) has received one-month training for TESOL 
certificate. All participants, with the exception of Participants 1 and 2 who also teach 
history, teach only English. All participants have teaching experiences only within 
rGylrong areas and in secondary schools. All these elements offer a sufficient range 
of complexities in teaching experiences and cultural backgrounds. The ethical 
considerations of approaching, selection and recruiting participants will be discussed 
in section 3.6. Ethical considerations.  
3.5. Instruments 
3.5.1. Survey 
Survey and semi-structured interview were the instruments of data collection. 
For this study, the survey aimed to gather participants’ background information and 
general information about the complexities of their work, in order to answer 
Research Question One, and about the ways they used to overcome those 
complexities, which aims to answer Research Question Two. The information 
captured in the survey provided prompts for the interview and yielded an initial 
sketch of answers to the two research questions.  It aimed to provoke awareness of 
and reflection on the ELT situation, and to gain a brief sketch of the views of each 
participant, which facilitated conducting the interviews that followed. 
The survey comprised three parts and it was expected that a participant would 
take approximately 30-40 minutes to complete it. The first part of the survey was 
designed to collect participants’ background information relevant to the project. It 
included individual demographic data such as name, gender, educational 
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qualification, major, teaching experiences, and teaching level. Other questions 
elicited the way that they become English language teachers, whether they have 
experiences in teaching other subjects or in other schools, and whether they have 
overseas study and work experiences.  
The second part gathered general information about participants’ teaching and 
their opinion about the teaching profession. For example:  
Question 5: Would you please introduce English language teaching (ELT) 
in your school? (Including but not limited to your teaching practice, 
thought, environment and outcome) 
Question 6: What are your feelings about these aspects? How do you 
evaluate them? Do you satisfy with them? Do the outcomes meet your 
expectations? 
Questions in the third part focused on ways in which participants deal with 
difficulties. For example: 
Question 7: When you have any difficulties in ELT how do you try to 
overcome them? 
Information about self-development or PD was collected.  First, a group of questions 
about participants’ understanding or ideas about self-development or professional 
development were asked.  
Question 8: What is your understanding or ideas about self-development 
and professional development?  
Question 9: What does professional development mean to you? What is 
the significance of professional development to you?                                                                       
Second, questions about engagement in PD activities and the detail of these activities 
or programs were asked. For example, 
Question 10: Did you participate in any activities related to self-
development or professional development? If yes, please specify (name, 
time and place). 
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Third, questions about the effective PD or PD they preferred and ineffective or PD 
they were not interested in were asked. Specifically, questions are about what are 
the most effective PD and the most ineffective PD including the name, time, form, 
place of PD and the person who led it; the reason why they took part in; their 
expectations before joining it; their engagement and evaluation of it.  For example,  
About the effective PD program: 
General information: 
Question 11: Would you please talk about one of your favourite activity 
mentioned in question 10, such as its mode and content, the provider and 
the person who led it? 
Reasons: 
Question 12: Why did you participate in it? Is it at your own initiatives or 
assigned from others? 
Expectations: 
Question 13: Before joining it, do you have any expectations for it? What 
are they? 
Engagement: 
Question 14: What is your feeling when you were participating in it?  
Evaluation: 
Question 15: What grade would you give for its quality and your 
experience with it? 
The same structure was used to find out about ineffective PD programs. At 
finally, questions about their plans for future self-development and PD were 
asked to uncover the ways and content they consider as beneficial to improve 
themselves and their profession, for example: 
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Question 21: Do you have any plans to improve yourself or your profession, 
take part in PD such as study further or participate in trainings?  If yes, 
please specify. 
3.5.2. Semi-structured interview 
Semi-structured Interview was the main instrument used in this study. It is a 
standard instrument used to collect data in case studies, and as such, has been 
employed by many researchers (Amadi, 2013, 14-17 May; Creswell & Poth, 2017; 
Stake, 2005; Starks & Brown Trinidad, 2007). On the one hand, it guides the 
interviewer to explore, probe, and ask questions focusing on a predetermined area 
(Burck, 2005; Kajornboon, 2005; Patton, 2000). On the other hand, it also leaves room 
for additional questions that were not anticipated prior to the start of the interview 
(Burck, 2005; Kajornboon, 2005; Patton, 2000). Therefore, interviews can gather in-
depth information about the topic being studied without adhering to a pre-organised 
schedule (Burck, 2005; Kajornboon, 2005).  
Importantly, interviewers have the freedom to rephrase or explain questions if 
interviewees show signs of misunderstanding or misinterpreting questions. For 
example, they have the freedom to rephrase or reintroduce the questions or request 
the interviewees to clarify their answers using different language choices (Corbetta, 
2003; Kajornboon, 2005). It facilitates the interviewee’s understanding of questions 
and the expression of their ideas as fully as possible. 
For this study, the semi-structured interview aimed to conduct in-depth 
exploration of problematics of rGyalrong ELT and English language teachers and the 
ways teachers try to overcome those complexities. Information that was captured in 
interviews expanded, deepened, and replenished that collected in the survey.  A list 
of questions was used to guide the interview (See Appendix D: Semi-structured interview 
outlines). The interview questions were prompted by responses to the survey, 
generated from each individual participant’s responses, and therefore there were 
some variations in the questions for individual participants. In addition, questions 
were adjusted during the interviews, with the aim of promptly expanding participants’ 
ideas further. 
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The semi-structured interview comprised four parts. The first part was to clarify 
background information provided in the survey responses. Questions were mainly 
about their teacher education programs, for example, they were asked whether their 
major was English, whether they graduated from DITE and teachers’ major, what kind 
of teacher education program they received, and how they gained their teacher 
certification.  
The second part was to uncover the problematics of ELT and teachers in 
rGyalrong. It began by asking interviewee for clarification and expansion of their 
introduction of the ELT situation in the survey. Participants were asked to express 
their attitudes and feelings about ELT and their teaching practices, whether they 
were satisfied with their ELT or not, and to explain the reasons for their answers. The 
problematics were categorized into different groups according to each participant’s 
response to the survey questions. Outlines of those groups were shown to and 
checked by participants, and then participants were asked to describe and expand 
each difficulty or complexity. 
The third part investigated participants’ efforts to overcome or counter 
difficulties. These were categorized, again according to participants’ responses to the 
surveys, this time into three groups: PD, practice and research. Although the survey 
findings suggested PD as the main response, interviewees were asked to describe 
their use of each of the three strategies.  Questions focusing specifically on PD 
comprised three parts. First, participants were asked about their conceptions of PD, 
recapitulating the participant’s understanding of professional development so as to 
confirm their answers in the survey. Each participant was shown the outlines of his 
or her understandings and conceptions of PD to check if that was accurate or needed 
to be modified. Participants were asked to provide explanation and/or clarification if 
answers were not clear. Then participants were asked to talk about the PD programs 
they had undertaken, for example, the time, places, topics, modes, and content of 
PD programs, and why they had participated in them. Next, the interview explored 
one effective and one ineffective experience of PD. For example, participants were 
asked about their expectations, engagement, and feelings about each program, any 
  
85 
 
factors affected their participation, and the reasons why they judged it as 
effective/ineffective. The outcomes of each program were pursued, such as what 
they gained and any changes in their mindset and/or teaching practices.  
In the final part of the interview, participants were asked about their 
suggestions for improving their experience of responding to difficulties in each of 
these three ways, that is, PD, practice, and research. For example, they were asked 
for suggestions about designing and implementing PD programs and doing research, 
and for suggestions for professional development providers and educational 
departments in and out of ethnic areas. 
Semi-structured interviews were conducted with each participant after they 
had responded to the survey. Each interview lasted between 50-80 minutes, and all 
were conducted in Mandarin, were audio-recorded, and subsequently transcribed 
and translated into English.  
3.6. Ethical considerations 
This study is human research that involves a group of secondary school English 
language teachers. Therefore, it has ethical dimensions (National Health and Medical 
Research Council, Australian Research Council, & Australian Vice-Chancellors' 
Committe, 2015). In the light of the National Statement on Ethical Conduct in Human 
Research 2007 (Updated May 2015), this study is low risk, the only foreseeable risk 
being “one of discomfort” (National Health and Medical Research Council et al., 2015, 
p. 13). 
Ethical clearance for the project was obtained from the Human Research Ethics 
Committee at Deakin University (see Appendices A and B for the Plain Language 
Statement (PLS) and Informed Consent forms). This study was conducted in line with 
the approval received from, and within the approved guidelines of, the Human 
Research Ethics Committee at Deakin University. 
3.7. Data collection 
Data were collected in two stages. The first stage was a survey, and the second 
and main stage of data collection was a semi-structured interview. The instrument 
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and its procedure of use in each stage is presented in detail in section 3.7.1. Survey 
and section 3.7.2. Semi-structured interview. Moreover, ethical procedures obtaining 
approval for use of these two instruments to collect data were discussed in section 
3.6. Ethical considerations. 
3.7.1. Survey 
First, a bilingual (English and Chinese) email was sent to make initial contact 
with the principals of prospective secondary schools in Danba to obtain their approval. 
Once they approved participation, they were asked to forward the Plain Language 
Statement (PLS) (see Appendix A) and Consent form (see Appendix B) to potential 
participants. Both PLS and Consent form are bilingual (English and Chinese). Ten 
rGyalrong English language teachers were purposively selected from the teachers 
who replied to the email. All participants’ concerns and possible questions regarding 
the content of the PLS and the study were addressed by the researcher via email. 
Then the consent form, which included the researcher’s name, the form and duration 
of the interview, an introduction to the research, interviewees’ rights and duties and 
corresponding consequences, was signed by each participant and returned to the 
researcher via email. 
The survey was emailed to each teacher two weeks before the interview. This 
allowed sufficient time for completion of the survey, without the interval being too 
long for participants to recall the survey responses. It was expected that participants 
would require approximately 30-40 minutes to complete the survey. All survey data 
were then processed and analysed immediately, prior to the interviews. This 
provided an overview of the complexities participants meet in their ELT and the ways 
they attempt to overcome complexities and improve themselves. The overview was 
used to raise participants’ awareness and stimulate reflection, which facilitated in-
depth and targeted questioning in the interviews that followed. As interview 
questions were based on responses to the survey questions, two copies of all 
completed surveys were printed and were taken to interviews to facilitate 
participants’ effective recall of survey responses during interview questioning.  
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3.7.2. Semi-structured interview 
The semi-structured interview was conducted with each participant after 
reviewing returned completed surveys instruments. All interviews were conducted at 
mutually convenient places and times on-site at the participants’ venues of work, 
such as offices, classrooms and meeting rooms, during noon break, after classes, and 
weekends. Interviews were approximately 50 to 80 minutes in duration. The 
interviews aimed at deeply investigating the complexities and the ways to overcome 
complexities participants mentioned in survey responses. At the beginning of the 
interview, each participant was shown their printed completed survey to enable 
participants to revisit their answers and ideas. This step also aimed to check whether 
anything needed to be adjusted or added. For example, they were asked: 
Would you please review the survey you participated in before? Do you 
have anything to add or adjust? 
All interviews were semi-structured and had the same core outline, but some 
questions were adjusted according to differing responses, and responsiveness, to the 
survey questions, and differing responsiveness to interview questions during the 
interview. In addition, participants were asked if they had anything else to add or 
mention in relation to all survey and interview questions. These procedures aimed to 
gather more related information, and allowed extended dialogue so participants 
could express their ideas completely. At the last stage, data collected from the two 
phases were gathered to process and analyse for discussion. 
All interviews were conducted in Mandarin, the main instructional language, 
with which all participants are familiar. All interviews were audio recorded, 
transcribed verbatim into Chinese, and subsequently translated into English for 
analysis. 
3.8. Data analysis (thematic) 
Thematic analysis (hereinafter TA) is claimed as a method of data analysis and 
not an approach to implement qualitative research (Braun, Clarke, & Terry, 2012).  
Braun et al. (2012, p. 57) defined TA as “a method for systematically identifying, 
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organizing, and offering insight into patterns of meaning (themes) across a data set.” 
TA has been recommended for its flexibility and accessibility. Especially for novice 
qualitative researchers, it provides an “entry” (Braun et al., 2012, p. 58) into an 
analysis method and “core skills”(Braun & Clarke, 2006, p. 78) which will facilitate 
implementing other ways of data analysis. It is also independent of theory, so it 
generates detailed, rich and comprehensive data sets which link to broader 
conceptual and theoretical issues (Braun & Clarke, 2006; Braun et al., 2012).   
Thematic analysis (TA) was used as the method of data analysis within the 
current study; data were analysed thematically according to Braun and Clarke’s (2006, 
p. 87) six-phase approach (see Table 3: Phases of thematic analysis). Braun and Clarke 
(2006) suggested a six-phase approach to conduct TA in order to identify, analyse, 
and report themes (meanings) from a data corpus (see Table 3: Phases of thematic 
analysis). The six-phases are familiarizing, generating initial codes, and searching for 
themes, reviewing themes, defining and naming, and producing the report. It is not 
necessary for these steps to be followed sequentially. Instead, its process is strongly 
iterative throughout the whole six phases. Data is continually sorted and resorted to 
develop categories that are more reasonable. Categories are compared continually 
between themselves.  
Table 3: Phases of thematic analysis13 
Phases Description of the process 
Familiarizing 
Transcribing data (if necessary), reading and re-reading the 
data, noting down initial ideas. 
Generating initial 
codes 
Coding interesting features of the data in a systematic fashion 
across the entire data set, collating data relevant to each code. 
Searching for themes 
Collating codes into potential themes, gathering all data 
relevant to each potential theme. 
Reviewing themes 
Checking if the themes work in relation to the coded extracts 
(Level 1) and the entire data set (Level 2), generating a thematic 
‘map’ of the analysis. 
Defining and naming 
themes 
Ongoing analysis to refine the specifics of each theme, and the 
overall story the analysis tells, generating clear definitions and 
names for each theme. 
Producing the report 
The final opportunity for analysis. Selection of vivid, compelling 
extract examples, final analysis of selected extracts, relating 
 
13 Reprinted from “Using thematic analysis in psychology” by Braun, V. & Clarke V.  2006, Qualitative 
research in psychology, 3(2): p.77-101. Copyright 2006 by Qualitative research in psychology. 
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back of the analysis to the research question and literature, 
producing a scholarly report of the analysis. 
 
Moreover, software for analysing qualitative data, NVivo, was used to assist 
with data analysis. NVivo is recognised as an effective electronic platform for going 
through each phase of thematic analysis. The detailed process of thematic analysis 
and NVivo application throughout the process of the data analysis is elaborated in 
the following sections.  
 
3.8.1. Familiarizing  
At this phase, to familiarize herself with the data, the researcher immersed 
herself in the data and read whole transcripts several times. As described in sections 
3.7.1. Survey and 3.7.2. Semi-structured interview, questions in the survey are the ‘bait’ 
and questions in the interview are extensions derived from survey questions.  
Moreover, survey and interview were conducted in Mandarin. Therefore, 
familiarizing had three stages.  
The first stage was to preliminarily familiarize the survey data and conduct 
interviews. All survey sheets were collected electronically as soon as participants 
completed them, and read two or three times. Some notes were made by adding 
comments in Word documents. This step aimed to familiarize the researcher with the 
survey data. Furthermore, it aimed to modify and adjust the outline of interview 
questions for each participant. For example, some of the participants’ responses to 
survey questions needed to be clarified or expanded; P4, for example, mentioned, 
“our English proficiency become lower gradually”, and then this point was noted and 
clarified during the interview. Moreover, interview data was collected by the 
researcher herself, so there was already interaction with data that provoked the 
researcher’s initial analytic thoughts.  
The second stage was to familiarize both survey and interview data via 
transcribing and translating.  The processes of transcription and then translation of 
transcripts were more interpretative acts to become familiar with the data. During 
transcribing, translation, reading, and rereading, note-taking is a vital act which 
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facilitates researchers’ reading of transcripts “actively, analytically and critically” 
(Braun et al., 2012). It also provokes thinking, such as what the data item really means, 
and about coding and analysis (Braun et al., 2012).  
At the beginning of interviews, participants were invited to review their survey 
responses to check if there anything needed to be modified, adjusted, or added. 
However, all participants chose to retain their original responses. Once interviews 
were completed, all interview recordings were transcribed fully and literally, which is 
an effective way to get familiar with data. Both survey and interview scripts were 
translated from Chinese into English. The translation of a script was done paragraph 
by paragraph and the English translation of each Chinese paragraph was placed 
directly below it. For example, a script containing the following conversation was 
translated as shown below: 
Q：那么您现在是怎么理解专业发展呢？您觉得教师专业发展是个什么东
西呢，对老师来说，对英语老师来说，或者对于您个人来说？ 
Q：  so how do you understand professional development?  What is the 
professional development for you as a teacher, an English language teacher and 
for yourself? 
P：对专业的发展的理解，对吧？恩，我觉得我们这个专业来说，我们的
专业素养的提升，这方面还是需要多培养，多去见识，光靠自己在家里闭
门造成是不可能的。对于我们发展方向来说还是应该走出去，应该多学习
别人先进经验和理念…… 
P：In my view of professional development, for our profession I think we should 
maintain and improve our professionalism. What we need is more chances to get 
more trainings and go out for studying. You can do and learn nothing just locking 
yourself at home. Going out for studying and learning experiences and advanced 
concepts from others is a must for our professional development…… 
Subsequently, the translated (Chinese into English) survey and interview data were 
imported into NVivo for analysis (see Figure 3: Survey and Interview Scripts imported in 
NVivo).   
Figure 3: Survey and Interview Scripts imported in NVivo 
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The third stage of familiarization with data was achieved through multiple 
readings of the survey and interview transcripts, and multiple listenings to the audio 
files. The two processes were used in a complementary fashion to ensure the 
accuracy of transcription and translation as well. This stage aimed to: 1) correct 
mistakes in the transcripts; 2) allow the researcher to gain full familiarity with the 
content of data.   
3.8.2. Generating initial codes 
During this phase, each relevant and meaningful data segment was coded, and 
these codes were then organised under different nodes (see Figure 4: Free Nodes). 
Nodes were created for each interesting feature.  Each node is the description of the 
relevant data extract coded under it, so nodes “stay close to the content of the data 
and to the participants’ meanings” (Braun et al., 2012). For example, the following 
statement was coded into node called “Gap between local students’ English 
knowledge base and teaching material”: 
We used to subscribe to the 21st Century Newspaper but then cancelled it. 
This is not only because my students can hardly do it but also it takes long 
time to deliver to us. For example, QZ teacher started to teach the sixth 
issue while we just received the fourth one. So we had to stop the 
subscription to it (sigh).  (P3, IL 136 -141) 
Moreover, it is worth noting that one data extract could be coded into more 
than one node as long as the extract fitted into each node. For example, the data 
excerpt, above, could also be coded into the node called “Gap between local (far-end 
rural schools) teaching situation and the front-end sophisticated schools’ teaching 
situation”. Furthermore, NVivo, as an effective and flexible platform for coding, 
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allowed coding and the nodes to be modified several times, including deleting, adding, 
changing the node descriptions, etc. 
Figure 4: Free Nodes 
 
 
3.8.3. Searching for themes  
During this phase, nodes were organized into themes. For example,  Braun et al. 
(2012) likened the codes (nodes in NVivo) to individual bricks, and themes to the walls 
and roof of a brick-built house. Potential themes were generated from grouping, 
sorting, and collating various nodes. Nodes, which involved relevant and similar 
content, were grouped into a category. In each category, some initial nodes formed 
main potential themes and others formed sub-themes. NVivo collapsed or clustered 
nodes that had similar features and content, for example, ‘numbers of teaching 
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classes’, ‘teaching other subjects’, and ‘other commitment other than teaching’, were 
clustered together as the subthemes of the main theme, ‘Heavy workload issues’.  
Nodes were copied, not cut, for keeping as a backup and then pasted to themes 
under Tree Node files for visualisation (see Figure 5: Tree Node). No nodes were 
abandoned at this stage. If a node did not seem to belong to any main themes, it was 
left as a main theme until they were looked in detail at the next phase.  
Figure 5: Tree Node 
 
3.8.4. Reviewing themes 
This phase is a recursive process to check the quality of candidate themes. It 
involved two levels of checking. One was to check the tension between data extracts 
and sub-themes. On the one hand, all data extracts were reread to check if each data 
extract fits to its theme, if there were enough meaningful data to form a theme, and 
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if whole data extracts of one theme could form a coherent and distinctive pattern.   
On the other hand, all the subthemes were revisited to check if each theme 
represented data extracts within it and if each theme had “internal homogeneity and 
external heterogeneity” (Patton, 2000), which meant each theme had a boundary to 
determine what should be included and excluded. For example, a theme called 
“Significance of PD” was discarded and its data were recoded to the theme, 
“Conceptions of PD” because of two reasons. First, there were not enough 
meaningful data excerpts to form this theme, and second, according to the content, 
there was no clear boundary between these two themes because its data tended to 
show participants’ conceptions of PD instead of PD’s significance.   
 Another level of review was to check the tension between main themes and 
sub-themes with data extracts. This involved checking if each main theme captured 
the crucial element and comprehensive meaning of its whole data set. For example, 
the main theme “Teacher education and teacher learning” has three subthemes, 
“Quality of teacher education”, “Irregular requirement for maintaining teacher 
accreditation” and “Teachers’ English proficiency become lower”. This main theme 
captures the main and crucial meanings of the three subthemes. Moreover, the data 
coded at each theme were also confirmed as the pertinent evidence for each 
subtheme and main theme.  
Both levels of this phase were about revision. It involved coding data missed in 
previous phases and dis-coding data that did not seem to fit the current theme. 
Moreover, it included tweaking or discarding existing themes and creating new 
themes as needed.  
3.8.5. Defining and naming themes 
This phase is to define and refine a thematic map, which includes the main 
themes and subthemes. All themes were revisited and identified by a few sentences 
that describe the essence of each theme. Then each theme was named with a concise, 
catchy and informative phrase. This phase aimed to ensure that each theme had a 
singular focus, scope and purpose that differentiated it from others, but that 
subthemes under the same main theme were related to each other, that each main 
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theme was developed on the basis of subthemes, and that all themes together told 
a coherent story.  
The outcomes of this phase were final names for themes and a few sentences 
that described and interpreted each theme and data within it. These themes provide 
a sketch of data analysis for discussion in the next chapter. As shown in Figure 6: 
Themes organized in NVivo (related to research question one), there are three meta-
themes and ten sub-themes related to Research Question One. The meta-themes are 
teaching practice/pedagogy/instruction, teacher education and teacher learning, and 
learners.  As shown in Figure 7: Themes organized in NVivo (related to research question 
two), there are three meta-themes related to Research Question Two, which are PD, 
practice, and research. In addition, some excerpts, which can meaningfully support 
the ideas themes implied, were selected.  
Figure 6: Themes organized in NVivo (related to research question one) 
 
Figure 7: Themes organized in NVivo (related to research question two) 
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3.8.6. Producing analysis report 
All original data were narrowed down to several concise themes with short 
descriptions and interpretations in previous phases of the analysis. This phase is to 
expand themes, description, and interpretation to more comprehensive, analytical 
and logical analysis that tells a coherent story about whole data corpus. This phase, 
actually, is a write-up of research results. It includes description of data, analytic 
narrative of themes, and argument in relation to research questions. It is described 
and discussed in detail in the following chapters.  
3.9. Summary 
Two research questions investigated in this research are revisited here: 
1. What are the problematics of (problems for) secondary English language 
teaching and teachers in rGyalrong, China?  
2. In what ways do rGyalrong secondary English language teachers 
overcome/counter these difficulties? 
In order to answer the research questions, ten secondary English language 
teachers employed at rGyalrong schools were recruited as participants of this study. 
Two instruments, a survey and a semi-structured interview, were used to investigate 
the research questions. The survey and semi-structured interview generated large 
amounts of data in response to the research questions. Data were analysed 
thematically with the assistance of NVivo. These findings are discussed in the next 
chapter.
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Chapter Four 
Results and Discussion 
4.1. Introduction 
This chapter presents the research findings and discussion of those findings.  They are 
in response to the following research questions: 
1. What are the problematics of (problems for) secondary English language 
teaching and teachers in rGyalrong, China?  
2. In what ways do rGyalrong secondary English language teachers 
overcome/counter these difficulties? 
The research findings are organized and outlined under each research question. They 
will be discussed deeply and comprehensively in the following sections respectively. 
Specifically, the following sections first address the main and subcategories of complexities 
involved in ELT in rGyalrong secondary schools and the reasons for them. Then they address 
the methods rGyalrong English language teachers use to overcome various complexities, 
taking into account the reasons they use them, the results, and discussion of some possible 
resolutions. 
 To investigate and present general complexities faced by and methods used by 
rGyalrong English language teachers, and in alignment with other research using the thematic 
analysis method, all complexities and methods were uncovered from the whole group and 
categorized into different themes. In other words, each participant pointed out multiple 
complexities (see Figure 8:  Participant 4’s Response to Research Question One as an example) and 
multiple responses to reported complexities (see Figure 9: Participant 1’s Response to Research 
Question Two as an example).  
Figure 8:  Participant 4’s Response to Research Question One 
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Figure 9: Participant 1’s Response to Research Question Two 
 
A further discussion is included of these two aspects accompanied by recommendations, 
targeted at policymakers, educational departments, schools, and teachers, for providing an 
environment, opportunities, and strategies to achieve the best outcomes for ELT in rGyalrong. 
Moreover, to clearly articulate research results, findings will be depicted in words, tables, and 
figures. The excerpts taken from participants’ survey and interview transcripts will be used to 
support findings and discussion. To identify each excerpt, Px and SQx/IL x-x are included in a 
bracket after each excerpt.  Px refers to the participant and number, SQx refers to the survey 
question with number, IL x-x refers to the interview script with the lines of excerpts. For 
example, (P1, SQ1) refers to Participant 1’s response to question one in the survey, (P1, IL 1-
10) refers to lines 1-10 in the interview script of Participant 1.   
4.2. Research question one: What are the problematics of (problems for) secondary English 
language teaching and teachers in rGyalrong, China? 
Literature and many studies mentioned various difficulties in ELT in China. However, the 
participant group of this study report more acute and unique issues existing in ELT in 
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rGyalrong in China. The participants reported diverse problematics they encountered in their 
ELT. These problems have been organized into three meta-categories (see Table 4: Themes 
respond to RQ1). The three meta-categories are complexities in teacher education and teacher 
learning, complexities with teaching practice, pedagogy and instruction, and complexities 
with learners. Each meta-category has several subcategories to respond to in answering the 
first research question. To varying degrees, those three main complexities and their sub-
categories relate to each other.  
Table 4: Themes respond to RQ1 
 
  
Problems with teacher 
learning 
Insufficient and 
ineffective pre-
service teacher 
education 
Theoretical learning experience 
Practicum experience 
Gap between regulations and reality/The vision versus 
reality 
Suggestions for teacher education program (TEP) 
Inadequate and 
ineffective in-
service PD 
programs 
Limited teacher induction programs 
Problems of other PD 
programs 
Unestablished and limited 
conceptions of PD 
Limited access to high-quality PD 
programs 
Mandatory PD programs 
Inappropriate content of PD 
Negative effects 
Short duration and monotonous 
implementation form 
Lack of thorough evaluation system 
and follow-up support 
Discussion across seven problems of 
PD 
Irregular 
requirements 
for maintaining 
teacher 
accreditation 
Teacher qualification accreditation 
Teacher accreditation maintenance 
Decreasing in teachers’ English proficiency 
Teaching 
practice/Instruction/ 
Issues with English 
language teaching in 
rGyalrong 
Heavy workload 
Teaching and learning resources issues 
Unqualified instructional staff 
Discussion across the three issues:  Imbalanced economic and teacher resources 
allocation (Imbalance in financial capability and teacher resources) (The 
imbalance in human resources and fund resources) 
Issues for learners 
 
 
Insufficient English knowledge base 
Difficulties with the medium of instruction 
Low motivation for learning English 
Poor learning outcomes 
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4.2.1. Teacher education and teacher learning 
Complexities in teacher education and teacher learning mentioned by participants are 
grouped into four main categories (see Table 4: Themes respond to RQ1). They are insufficient 
PSTE, inadequate ISTE, irregular requirements for maintaining teacher accreditation, and 
teachers’ English proficiency. Each group has several sub-categories, which are presented in 
some tables and figures and discussed in the following sections.  
4.2.1.1. Insufficient and ineffective pre-service teacher education (PSTE) 
Data implies PSTE for rGyalrong English language teachers is insufficient. Several 
problems in the participants’ initial teacher preparation have been uncovered. The types of 
pre-service teacher institutes attended and major studied greatly influences the amount and 
quality of PSTE that participants received. Therefore, this section begins with discussion of 
the institutes from which participants graduated, and then moves to description and 
discussion of the four subthemes of theoretical learning experience, practicum experience, 
regulations about PSTE programs, and suggestions for teacher education program 
(hereinafter TEP). (See Table 5: Insufficient pre-service teacher educationTable 1). 
Table 5: Insufficient pre-service teacher education 
 
 
4.2.1.1.1. The type of institutes and degrees  
Institutes from which participants graduated are shown in Table 2: Participant 
Demographics, but for clearer depiction, participants were grouped into three groups 
according to types of institutes (see Table 6: Pre-service Teacher Education). Group 1 consists of 
six participants who majored in ELT or English (teachers’ major) and graduated from a DITE.  
Group 2 includes three participants who majored in teaching in a NDITE. The NDITE includes 
comprehensive universities and colleges. Group 3 consists of one participant, P 3, who 
graduated from a non-teachers’ major of a NDITE, received a diploma in English and never 
undertook PSTE. Due to job distribution policy and lack of English language teachers, he 
started to teach English once he was assigned to a senior secondary school.  
Insufficient and 
ineffective pre-service 
teacher education 
Theoretical learning experience 
Practicum experience 
Gap between regulations and reality/The vision versus reality 
Suggestions for TEP 
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Table 6: Pre-service Teacher Education 
          Institute(s)/ 
                 major(s) 
Group (s) 
DITE 
Teachers’ 
major 
NDITE 
Non-
teachers’ 
major 
Teacher 
certification 
Participant
(s) 
G1 ✓ ✓   Granted 
6 
(P1,5,7,8,9
,10) 
G2  ✓ ✓  Granted 3 (P2,4,6) 
G3   ✓ ✓ Granted 1 (P3) 
To summarize, nine participants (G1 and G2) completed teacher education programs 
and one participant (G3) had no experience of teacher education. However, all three groups 
reported that they felt overwhelmed when they started to teach and when they met various 
problematic situations. For example, Participants 5, 6 and 9 used words and phrases, such as 
‘panic’, ‘mess’, ‘have no idea’, and ‘overwhelmed’, to comment on their beginning stage of 
teaching. This is because they were not equipped with rich teacher knowledge and practical 
experience during pre-service learning. G1 and G2 participants graduated from DITE and/or 
teachers’ major but the institutes concerned are of relatively low quality (see Table 7: Institutes 
levels of participants) and the quality of teacher education programs is low. The G3 participant 
majored in English but he only graduated from a school with a diploma and no pedagogical 
knowledge.  
Table 7: Institutes levels of participants 
Tertiary education 
School University College 
First-tier Second-tier Third-tier 
 3 5 2 
Such insufficient teacher knowledge and practical experience influences the learning of 
their students. For example, P10 reported that she had no idea about how to transmit 
knowledge efficiently, so at first she found students did not learn well from the way that she 
normally taught. Then she changed her way of teaching and the teaching outcome was better 
than before: 
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Sometimes I feel sorry about the students in the class that I taught the first time. 
Because I have not ever taught the lessons. Then I felt much better and confident 
in my second taught. (P10, IL 80-81) 
As discussed in section 1.3.1, PSTE, initial teacher preparation programs have various 
levels of platforms (institutes) which provide different levels of degrees. However, novice 
teachers complained that what they learned at DITE has not been used much in their teaching 
practices and that they felt insufficiently prepared for teaching (Fred A J Korthagen, 2001).  
Therefore, there are many issues with the structure and content of the pre-service teacher 
education curriculum. Participants’ pre-service learning will be discussed from the 
perspectives of theoretical content and practicum experience in the following sections. 
4.2.1.1.2. Theoretical learning experience 
Participants have different comments on the theoretical content of teacher education 
programs they completed. There are three categories. G1 participants who graduated from 
DITE said they received ‘some’ teacher education courses, but which they described as 
‘useless’, for example: 
Yes, I am graduated from the teachers’ major of DITE. We have some courses 
about pedagogy, but actually, I did not understand them as they are just about 
some theories and each course seems like no relation. (P5, IL 7-10) 
G2 participants who graduated from teachers’ majors in NDITE reported that the teacher 
education courses are very ‘few’, ‘surface’ and ‘formulistic’. They deemed the teacher 
education program in their institutes as far from adequate, felt these institutes did not pay 
attention to teachers’ majors, and, although they received some education about pedagogy, 
thought the university did not pay much attention to those courses. For example, P6 
highlights this point:  
I learned some (pedagogy), but my university is XX University. Teachers’ major has 
not been stressed. So I think there is a significant gap between me and other 
teachers who graduated from DITE. (P6, IL 15-18) 
There are some teachers’ majors and we were granted teacher certification.  
Those majors have some courses about pedagogy, but they have not been paid 
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much attention. What impressed me is that graduates of other DITE, such as X 
teachers’ university, XX teachers’ university and the local XXX teachers’ college, 
have many practical classes about lesson-observation, lesson-introduction, and 
lesson-evaluation.  But we merely have few such classes, sometimes only group 
presentations. So I had no idea about how to teach when I first started work. (P6, 
IL 21-28) 
So, yes, there is quite a gap between us and DITE graduates.  The gap is not small. 
(Laugh) (P6, IL 30-31) 
From her comments, it also could be implied that there is not only a significant gap 
between her, one of the G2 teachers, and her G1 colleagues who graduated from the teachers’ 
major of a DITE and received full teacher education, but also between G2 and G3. One teacher 
(G3) never completed any teacher preparation programs. He explained that it was very 
difficult for him to start teaching, as he had no idea about teaching practices. Even worse, he 
has only a diploma in English, but teaches senior secondary school students. To summarize, 
insufficient and uncomprehensive theoretical learning indicates the failure of initial teacher 
preparation programs.  
4.2.1.1.3. Practicum experience 
Ineffective or absent practicum in teacher education programs is another factor leading 
to failure of teacher preparation programs. Practicum is supposed to be a good opportunity 
for teacher candidates to practice and consolidate what they learned about how to effectively 
transfer knowledge to learners, and to immerse themselves in authentic teaching settings. 
Through the practicum, teacher candidates may have a deeper understanding about their 
own professional knowledge structure, including deficiencies that should be improved. For 
example:  
At the beginning of the internship, I felt so nervous since all of them are students 
that I don’t know, and normally each class has more than 50 students. Later I felt 
better when I got used to it. And when I taught, I obviously found the 
aforementioned theoretical knowledge which I lack, needs to be added and 
improved. These stuffs have emerged obviously. Not like in the university, I can 
hardly find out my deficiency. (P2, IL 30-35) 
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G1 participants reported that they had some opportunities for practicum. However, the 
durations and forms of practicum are various. Some had an eight-week practicum while some 
had one week. Some took social work as the practicum; they could gain the credits for 
practicum as long as they could provide a report stamped by any organization or department. 
G2 participants reported that they seldom had opportunities to undertake a practicum. 
Moreover, they did not experience lesson-observation, lesson-presentation, lesson-
evaluation, or microteaching (see the excerpt of Participant 6 in section 4.2.1.1.2. Theoretical 
learning experience). P6 stressed that her university did not offer an opportunity for practicum. 
G3, that is P3, did not have any courses of practicum as he majored in English and was 
assigned to be a teacher after graduation.  
As discussed in Chapter Two, practicums, especially school-based practicums, are 
recognized as a significant context for pre-service teachers to integrate their theoretical 
knowledge into practice and gain some professional experience. However, most teacher 
education programs failed to provide effective practicum to pre-service teachers. The 
programs that G1 participants participated in included some short-term practicums. However, 
such practicums were not well designed and implemented. As mentioned above, practicums 
are too short or replaced by other activities. Therefore, G1 participants failed to be prepared 
as ‘work-ready’ graduates. Even worse, G2 and G3 participants who did not receive any 
practicum faced more challenges when they started teaching.  For example, P6 expressed that 
she had no idea about how to teach when she graduated and felt that there is a gap between 
her and other teachers who graduated from DITE (see section 4.2.1.1.2. Theoretical learning 
experience, P6, IL 28 and 30-31). 
4.2.1.1.4. Gap between regulations and reality/The vision versus reality 
The curricula of teacher education programs have been regulated and improved in the 
past several decades (see section 2.4.1.2. Curriculum). For example, the pedagogical content 
knowledge and practicum have been required to be valued. Official policy documents that 
have been modified iteratively and developed strictly, such as STEP (see section 2.4.1.2. 
Curriculum), were issued. These documents regulated the rationale of PSTE programs. 
However, as discussed in last three sections, according to participants’ responses to their 
initial teacher preparation programs, it could be known that many issues and complexities 
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still exist in the actual implementation of teacher education. These policy documents are 
macro in level as the standard and guide of pre-service teacher education. They leave much 
space for each institute to design and implement PSTE. The quality of tertiary education and 
curricula varies from one institute to another, from university to college, from university and 
college to school. Therefore, the positive development of teacher education programs in 
some universities, such as the five high ranked universities that were focused on in the 
research of X. H. Tian (2009) (see section 2.4.1.2. Curriculum), may not happen in other 
institutes.   
Some key teachers’ universities and key universities that have teachers’ majors design 
and implement teacher education program according to the STEP. Some improved and 
systematic teacher education programs have been developed and relatively well-prepared 
teacher graduates have been educated. However, other institutes, such as second- and third-
tier universities and colleges, and teachers’ schools, have not adjusted their teacher 
education program following the STEP launch. There are many reasons for such a 
phenomenon, and why teacher education programs failed, of which some key ones are 
discussed as follows.  
First, educational resource allocation is imbalanced among tertiary institutes. Teacher 
educators and economic resources are two vital ones. Outstanding teacher candidates tend 
to apply for positions in key universities. Moreover, key universities use the lure of higher 
salaries, better locations, better teaching conditions, and research platforms and professional 
titles to attract excellent teacher educators. Therefore, the second-tier and other lower 
institutes are lacking qualified teacher educators. This then leads to those institutes having 
no qualified groups to design, modify, and implement teacher education programs.  
Thus, those institutes do not pay much attention to teacher education programs. They 
continue to use old ones, or randomly modify them and use them. Moreover, they include 
various courses, especially pedagogical courses, in their teacher education programs without 
qualified, competent teachers to deliver them. Those problems are more severe in second- 
and third-tier non-dedicated universities, colleges, and schools for teacher education.  
Economic resources for tertiary institutes are controlled and allocated by the government 
under the central planning economic system. As most institutes have no capability to attract 
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alumni donations and profitability, their economic resources mainly come from the 
government. However, financial investment is limited in China and policy inclines towards the 
key universities. Therefore, most universities cannot provide economic support for 
recruitment of highly-qualified teacher educators to oversee the project of modifying teacher 
education programs.  
Second, the constitution of the curriculum is unscientific and theoretical courses are 
rigid.  General courses take up the biggest proportion and they are English, physical education, 
computer technology and politics-based courses. Subject matter courses are normally taught 
independently. Pedagogical courses constitute a relatively small proportion and pedagogy, 
psychology, teaching theory of disciplines and educational technology are the four main 
courses. Other courses, such as curriculum design and evaluation, classroom management, 
educational research methods, teacher professional development, to name a just few, are 
taught as compulsory courses in only a few institutes; most institutes set those courses as 
elective courses because general courses and subject content courses take up the greater 
proportion of whole credit points.  
In China’s examination-oriented education atmosphere, tertiary students aim to pass 
exams to get credit points and finish their graduation thesis or design to get a degree. For 
example, P5 said that she received some pedagogical courses but did not understand them 
(P5, IL 7-10, see excerpt in section 4.2.1.1.2. Theoretical learning experience). Therefore, learning 
in many courses is oriented to passing exam, and the elective courses, especially, are not paid 
much attention. They are selected for gaining credit points and generally reviewed just before 
exams. Even worse, many NDITE marginalize teacher preparation programs though they have 
teachers’ majors. They set a dedicated faculty or school for teacher education, but they do 
not pay much attention to design and implementation of the teacher education program. For 
example, P6 (see excerpt of P6 in section 4.2.1.1.2. Theoretical learning experience) explained 
that her university set some pedagogical courses, but they are too few and superficial 
compared to the DITEs that her colleagues graduated from.  
Third, the practical course is superficial and the opportunities for practice too few. 
Though STEP stipulates the period of practical courses should be 18 weeks, which is one 
semester, teacher candidates’ practical knowledge and ability are still very weak. The ethnic 
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minority institutes send their teacher students to partner schools to finish practicums, 
including educational probation and practice. However, most institutes do not offer such 
opportunities for their teacher students as it takes many human, physical and financial 
resources. They set practical requirements in their teacher education curricula according to 
STEP and other standards and take some alternative courses or activities. For example, they 
take social work, military skills training, social work, commonweal activities, and graduation 
thesis (design) as practical courses. Some universities even accept practice forms with any 
official stamp, irrespective of the government department involved. Even worse, some 
NDITEs do not have lesson-listening, lesson-observation, lesson-presentation, and lesson-
evaluation, simulation teaching, and micro-teaching. It could be seen that practical 
knowledge and the opportunity for practice are extremely few in many teacher education 
programs.  
Fourth, individual courses in programs are not closely connected to each other. On the 
one hand, the theoretical courses are inadequately connected to each other. For example, 
general courses are unified, which means almost all tertiary students have to study them. 
Therefore, those courses are taught by teachers from relevant faculties, for instance, 
computer technology is taught by the teachers from the faculty of computer science. Subject 
matter courses are taught by teachers from teachers’ faculty and other relevant faculties. 
Pedagogical courses are taught by teachers from teachers’ faculty but sometimes some 
teachers majored in pedagogy, comparative education, or curriculum design, and have no 
subject-matter knowledge base. Some institutes even have 3+1, or 2+2 programs, which 
means students learn general courses and subject matter courses in other faculties for 3 or 2 
years and then learn pedagogical courses in teachers’ faculties for 1 or 2 years (W. Huang, 
2002). Therefore, teacher educators just teach one single subject and each course seems like 
an isolated unit to teach.  
One the other hand, the theoretical and practical courses are also insufficiently 
connected to each other. Normally, educational probation and practice are scheduled for 
after completion of all theoretical courses. Therefore, teaching students take theoretical 
courses separately and pass them for credit points, and then they are sent to schools to 
undertake practicum. Normally one or two student advisors are assigned to manage students 
at field sites, however, the advisor’s assignment is to manage students to ensure their security 
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and offer living support. Students just need to stay at the field site and do some teaching for 
the complete scheduled time, submit a report, and then they are awarded the credit points 
for practicum. Some courses offer opportunities for doing Microteaching, but it is just like a 
compulsory part of one course and the teacher may only take charge of advising on some 
teaching method.  
Fifth, teacher educators are not adequately qualified. The factor most directly 
influencing this is that teacher education programs are failing, so teacher educators who 
graduated from those programs are not well qualified to prepare new teachers. Moreover, 
increasing the requirement of the degree necessary for tertiary teachers means many teacher 
educators have a high degree, but they lack teaching practice and experience. Moreover, 
teacher educators who were majoring in a certain subject often have high proficiency in 
subject-matter knowledge but have little pedagogical knowledge. Alternatively, teacher 
educators who graduated from pedagogical majors are familiar with pedagogical knowledge 
but lack certain subject knowledge. 
Last, teaching students have a lower level of subject-matter knowledge than other 
students do.  Therefore, there is a phenomenon that "Those who can, do. Those who cannot, 
teach." As P6 mentioned: 
At that time, English (major) was divided into two parts in my junior year, business 
translation and English education. English education was a teachers’ major, and 
other students chose business translation. I think it is way good, and they work 
well in foreign companies. We are just a little bit bad in English. We did not 
exercise much in college. (P6, IL 73-77) 
Not just English, but also other majors, such as Maths, Physics, Arts, Architecture, Law. 
Students graduated from those majors who are competent search for employment in relevant 
industries, and those who are not confident enough teach at schools. On the other hand, 
students who graduated from non-teachers’ major are more proficient in one subject than 
those who graduated from teachers’ major. This may be due to teaching students having to 
take pedagogical courses while their counterparts learn more courses about one subject.  
Therefore, teacher candidates face a dilemma that their level of proficiency in the 
subject is lower and their pedagogical knowledge is insufficient.  Thus, many teacher 
candidates are not prepared well when they start teaching. Moreover, teacher candidates like 
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participants of this study, who worked in remote schools, normally graduated from lower 
level institutes, such as the second-tier of teachers’ universities, teachers’ colleges or teachers’ 
schools. Therefore, all participants, directly or indirectly, pointed out that the reason why 
they were not prepared well for teaching is that their graduation institutes are low in quality 
(see Table 7: Institutes levels of participants). 
4.2.1.1.5. Suggestions for teacher education program (TEP) 
Teachers are highly specialized personnel who need the expertise to promote students’ 
development, and PSTE should prepare pre-service teachers as “teacher-ready” graduates 
equipped with comprehensive teacher knowledge.  As discussed in Chapter Two, teacher 
knowledge and teacher education programs have a close mutual relationship; on one hand, 
teacher knowledge is the main reference for setting the standard of teacher education 
programs, and, on the other hand, teacher knowledge is the immediate result of the teacher 
education program. In Chapter Two, several categories of teacher knowledge and the 
tensions and relationships among these elements were discussed. Specifically, teacher 
knowledge should consist of subject-matter knowledge, pedagogical knowledge, pedagogical 
content knowledge, curriculum knowledge, knowledge of learners and their characteristics, 
awareness, and understanding of educational context, recognition of educational values and 
theoretical base, teacher professional development, and practical knowledge.  
1. Subject-matter knowledge: what to teach; content knowledge (Shulman, 1987, p. 8); 
knowledge of a certain subject which is to be taught; for K-12 teachers, this part of 
knowledge is the fundamental knowledge of a subject, such as English language, and 
not advanced translation or interpretation;  
2. Pedagogical knowledge: how to teach; with special reference to those broad 
principles and strategies of classroom management and organization that appear to 
transcend subject matter (Shulman, 1987, p. 8); such as methods, issues and processes 
of teaching and learning, classroom management, development and implementation 
of lesson plans, feedback and assessment, to name a just few. 
3. Pedagogical content knowledge: what and how to teach; integration of content 
knowledge of a specific subject and pedagogical knowledge for teaching that 
particular subject (Guerriero, 2014, p. 5); 
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4. Curriculum knowledge: With particular grasp of the materials and programs that 
serve as “tools of the trade” (Shulman, 1987, p. 8) for teachers; 
5. Knowledge of learners and their characteristics: whom to teach, such as which grade 
learners are, what is the cultural background of learners, the knowledge base of 
learners, the zone of proximal development of learners, to name a just few; 
6. Awareness and understanding of educational context: where to teach; ranging from 
the workings of the group or classroom, the governance, and financing of school 
districts, to the character of communities and cultures (Shulman, 1987, p. 8); for 
example, the situation of remoter ethnic minority schools; 
7. Recognition of educational values and theoretical base: teach for what and why; 
knowledge of educational ends, purposes, and values, and their philosophical and 
historical grounds (Shulman, 1987, p. 8); 
8. Teacher professional development: what, how and why to develop educators, 
teacher’s selves; 
9. Practical knowledge: knowledge guarantees teachers are able to teach. 
Teacher knowledge can be enriched in the process of teaching practice, but in order to 
effectively enter the teaching profession it should be possessed to a certain extent at the pre-
service stage. Teacher education programs should offer the teacher knowledge outlined 
above in their curriculums, but in China at present, the curriculum of teacher education 
programs in DITE includes four aspects, outlined in Chapter Two (see section 2.4.1.2. 
Curriculum): the general course, subject matter courses, pedagogical courses, and practical 
courses. To improve the comprehensive quality of teaching students, some other content, 
such as general knowledge, multicultural and international knowledge, could be included in 
the teacher education curriculum. Generally, although may be impossible to include all 
knowledge and courses in initial teacher preparation, courses could be divided into three 
categories: 
1. Fundamental courses: courses about explanation and definition; such as subject-
matter courses, basic theory courses, principles, history and philosophy of 
education, to name a just few;  
2. Method courses: courses about how to do it; such as courses on pedagogical 
knowledge and pedagogical content knowledge; multidisciplinary knowledge 
  
111 
 
courses such as curriculum and pedagogy, statistics, sociology, psychology, 
evaluation of education, and multicultural education, to name just a few; 
3. Practical courses: hands-on courses, such as micro-teaching, teaching presentation, 
teaching observation and evaluation, teaching probation and practice, practicum. 
Moreover, there are four points that should be considered deliberately. First, all courses 
which consist of the aforementioned knowledge should notice the particularity of the 
teaching profession in its object, process, method, and objective. Thus, the particularity 
should be acknowledged in designing the courses of teacher education programs.  
The second point is that it is critical to clarify what kinds of knowledge and courses are 
the most indispensable for pre-service teacher candidates. According to the level of 
importance and relevance, courses could be arranged as compulsory and elective courses. 
Some interdisciplinary courses could also be set.  
Third, each course should not be set separately but related to other courses. Teaching 
is a comprehensive skill that needs to consider the ‘what, how, who, and where’ of teaching 
and the tensions and relationships among these simultaneously.  Different types of 
knowledge should be integrated in courses, not separated into different courses. Specifically, 
there are two connections that need to be noticed. One is the connection between each 
theoretical course. The several types of knowledge could be included in one course and this 
will facilitate connecting between each course. In addition, another connection, the 
relationship between theoretical courses and practice, is noteworthy. The practice is not the 
subordinate concept of theory. It is more than just the application of theory. They should be 
integrated. Such a combination of theory and practice makes teacher knowledge become 
dynamic (Elbaz, 2018). Theory could guide practice and practice could refine theory. Neither 
theory-centred nor practice-centred should be advocated. Methods courses could be taught 
with subject-matter courses, some workshops, and with discussion of the interpretation of 
theories during practicum, etc. Combining theory and practice could facilitate pre-service 
teachers’ better understanding of the complexity of teaching, and help build and develop a 
professional identity. Undoubtedly, it is impossible to teach all methods of teaching and 
solutions to problems, but some “high-leverage practices” Grossman, Hammerness, and 
McDonald (2009, p. 277) could be included in teacher education programs. For example: 
• Practices that occur with high frequency in teaching; 
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• Practices that novices can enact in classrooms across different curricula or 
instructional approaches; 
• Practices that novices can actually begin to master; 
• Practices that allow novices to learn more about students and teaching; 
• Practices that preserve the integrity and complexity of teaching; and 
• Practices that are research-based and have the potential to improve student 
achievement.  
Fourth, teacher education programs should address the particularity of each subject 
area. For example, English language teacher education programs should try to provide some 
opportunities for teacher candidates to experience authentic language environments.  New 
varieties of English have appeared in some countries and it has been progressively realized 
that all varieties of English need to be accepted (Mckay, 2012; Renandya & Widodo, 2016), 
but learning or using English in an authentic language environment in an Anglophone country 
not only facilitates non-native English teacher students mastery of Standard English, but also 
their understanding of the varieties of English, as well as improving teaching students’ 
motivation for learning and teaching English language. To assist in provision of such 
opportunities, DITE could recruit Anglophone teachers, offer opportunities for students to 
study abroad or participate in programs of short-term visits to Anglophone countries. As 
noted earlier in this chapter, participants of this study have few opportunities for exposure to 
authentic language use environment. This is a normal situation in China. Language learning 
and teaching is a special task that requires authentic context and emerging in a native 
speaking situation could facilitate improving English language proficiency. Therefore, noticing 
the particularity of English language learning and teaching, i.e. providing such opportunities, 
is significant for improving the quality of the teacher education program.  
Such initial teacher preparation, with considering of but not limited to those factors, 
could offer more possibilities for preparing qualified novice teachers, though it may not 
guarantee that all teacher candidates are ready and qualified for teaching.  As teaching is a 
complex, dynamic and challengeable task, much attention should be paid to the ways to 
support teachers to keep life-long learning. Therefore, ISTE is discussed in the subsequent 
section.  
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4.2.1.2. Inadequate and ineffective professional development (PD) programs for in-service 
teachers 
PSTE is mainly a process of pursuing a degree, and that includes several years of 
coursework and fieldwork. However, teaching is a demanding and ever-changing professional 
task, and the complexity of teaching is increasing. Increasing standards and quality of PSTE 
cannot ensure the need for successful in-service practices and professional growth will be 
met.  Therefore, life-long learning is needed for teaching practitioners to keep up with 
professional demands. PSTE is the first stage of life-long teacher learning, which is then 
continued through in-service teacher education (ISTE) or professional development (PD). 
ISTE can be both formal, and non-formal or informal, as introduced at the beginning of 
this chapter, and PD can be longitudinal  or horizontal in nature, as described in Chapter Two 
(see section 2.5.3. Professional development for English language teachers). Formal PD is normally 
longitudinal, driven by educational departments that design the standards, content, and aims 
of a program. The educators, trainers, or presenters of PD are normally from outside 
practitioners’ schools, for example, university professors, or prominent teachers from other 
schools. Practitioners seldom join in the process of planning, designing and implementing PD. 
They are the receivers or trainees of PD programs. In contrast, informal or non-formal PD is 
horizontal, practitioner self-directed PD or collective PD. For example, self-directed PD 
includes self-learning, self-reflection, further education, and lesson observation of 
sophisticated teachers, to name a few. Collective PD includes discussions, communication 
with colleagues, TRG activities, and learning communities, to name a few.  This kind of PD is 
highly praised by participants; most participants responded that the way to improve 
themselves and bridge the gap between them and other excellent teachers is self-learning, 
lesson observation, and communication with those teachers. The specific modes of PD 
mentioned by participants will be discussed in section 4.3.1.2.  
In this section, the main problems of PD participants mentioned are discussed. 
According to participants’ responses, the data indicate that participants experienced some 
ISTE programs, but its quality and quantity are low. The problems existing in PD for in-service 
teachers are presented in two sections (see Table 8: Inadequate and ineffective in-service PD 
programs). The first section is about the problems existing in induction programs, which is the 
  
114 
 
bridge between pre-service and in-service roles of teachers. The second section is about 
problems existing in other PD programs, which are divided into eight parts to discuss. 
Table 8: Inadequate and ineffective in-service PD programs 
 
4.2.1.2.1. Limited teacher induction programs 
Induction programs participants mentioned include prefecture-wide pre-service 
training, orientation, and lesson-observation.  The government arranged employment for 
Participants 3, 4, 8, 9.  Therefore, they did not experience pre-service training and started to 
teach once they had been assigned. The other six participants joined short-term pre-service 
training.  The main problem those six participants complained about is that pre-service 
training does not offer any subject-matter knowledge or pedagogical content knowledge. For 
example, P10 reported: 
But for ELT and English language teacher, it (pre-service training) seems like not 
much useful. Because the training is general and it is not divided (to the different 
subject groups).  They have not ever trained how to teach English. (P10, IL 90-92) 
All ten participants had only a simple orientation, such as a registration process and an 
introduction meeting. In the registration process, the principal or the dean guided new 
teachers to visit some important departments, and the introduction meeting involved 
introducing new teachers to all staff at a staff meeting.  
Lesson-observation is suggested by schools and preferred by participants.  They 
observed some lessons of seasoned teachers who taught the same grade with them. No 
mentors were assigned to them. Most schools have no tutor program and because of the lack 
Inadequate and 
ineffective in-service 
PD programs 
Limited teacher induction programs 
Problems of other PD 
programs 
Unestablished and limited conceptions of PD 
Limited access to high-quality PD programs 
Mandatory PD programs 
Inappropriate content of PD 
Negative effects 
Short duration and monotonous implementation 
form 
Lack of thorough evaluation system and follow-
up support 
Discussion across seven problems of PD 
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of teachers, novice teachers start to teach once they are registered.  P10 commented on this 
point: 
Yes, I observed some lessons but not in advance. I started to teach once I came to 
this school. (P10, IL50-51)  
Yeah, yeah. Observe and listen to other teachers’ lessons and I also give classes. 
(P10, IL55) 
Participants felt that, given the inadequate PSTE mentioned last section and insufficient 
induction programs, as novice teachers they were not prepared well for teaching and lacked 
experience.  For example, P10 reported that at first she had no idea about how to transmit 
knowledge efficiently, and taught in such a way that students did not learn well. When she 
changed the way of teaching, the learning outcomes were better than before: 
Sometimes I feel sorry about the students in the class that I taught the first time. 
Because I have not ever taught the lessons. Then I felt much better and confident 
in my second taught. (P10, IL 80-81) 
Induction is a vital phase for new teachers to transform from amateurs to professionals 
(Sprinthall, Reiman, & Thies-Sprinthall, 1996). As noted in Chapter Two (section 2.4.2.1. 
Induction), many challenges are faced by novice teachers, such as problems in structuring and 
pacing lessons, or establishing good relationships with students, colleagues, and students’ 
parents, to name a few. Those challenges cause novice teachers’ anxiety, uneasiness, and 
insecurity, and weaken their confidence. Some novice teachers even leave this profession at 
the beginning of their careers, although this is not common in rural areas, especially in ethnic 
minority areas, because there are seldom other job offers and most new teachers chose to 
teach since they cannot find other jobs (see section 1.4.4 English language teachers in rGyalrong 
area). Successful teacher candidates for job offers in city schools normally have higher 
qualifications, and while in the past some new teachers with the bachelor’s or higher degrees, 
or teachers who are good at writing, have the chance to transfer to government departments, 
for the last two decades teachers cannot do so unless they pass the Examination for 
Employing Civil Servants. Therefore, new teachers in rural areas hardly ever leave the 
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profession or change jobs. It is more important for rural teachers to adjust to the teaching 
profession and try to constantly improve.  
As outlined in Chapters One (section 1.3.2.1 Teacher induction) and Two (section 2.4.2.1. 
Induction), induction aims to facilitate beginning teachers to settle into their role and it has 
various forms, such as short-term training, orientations, workshops, mentoring, giving trial 
lectures, to name a few. In China, policy documents, such as, Suggestions of emphasizing on 
K-12 teachers’ trainings (2011) (Ministry of Education of the People's Republic of China, 
2011c), stress the significance of induction and stipulate that duration of induction programs 
should be not less than 120 hours.  
However, induction programs in most documents and in the understanding of 
stakeholders are known as short-term preservice training (hereinafter STPST). They narrowed 
down the meaning of induction to STPST. The 120 hours’ requirement can be easily met by 
short-term pre-service training, which is compulsory for every new teacher. Compulsory STPST 
and lesson-observation are the most popular induction programs participants mentioned. 
STPST includes two forms, district-wide and school-based. Almost all schools require new 
teachers to attend district-wide STPST compulsorily, and only some schools provide school-
based pre-service trainings. District-wide STPST is a national program implemented by each 
district. As the number of new K-12 teachers is large normally, each district, such as a city or 
prefecture, holds and implements STPST. School-based STPST is offered in most K-12 schools 
in cities but few schools in remote areas provide it.  
As noted at the beginning of this section, Participants 3, 4, 8, 9 did not receive STPST. 
The longest serving of the ten participants, they were not offered STPST when they started to 
work, before STPST for new teachers came to the attention of policymakers in the late 20th 
century and they started to regulate it. From the beginning of the 21st century, STPST has been 
implemented in most parts of China. Therefore, the other six participants who started to work 
during this period were assigned to take part in district-wide STPST before teaching. According 
to those six participants’ responses to STPST, there are two different opinions of STPST they 
joined.  
On the one hand, they found it is useful as it transmits some pedagogical knowledge. 
Normally, district-wide STPST provides courses about teachers’ professional ethics, 
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educational laws, pedagogical knowledge, curriculum knowledge, educational psychology, 
and some group presentations and assignments. From that content, it could be implied that 
those courses are repetitive of PSTE programs, which prompts the question: Why do STPSTs 
offer content that repeats PSTE programs? Is it assumed that new teachers are not even 
qualified with this general knowledge? If this the case, is it because of previous new teachers’ 
performance and/or STPSTs providers’ understanding of pre-serve teacher education 
programs? STPST is only 15-30 days long, so the knowledge that could be transmitted is limited, 
prompting another question: Why did some participants feel it is useful? Can we assume that 
PSTE is insufficient and failed? Overall, as a part of the induction program, STPST does not play 
its role and function.  
On the other hand, participants complained about STPST as it did not offer any subject-
matter knowledge and pedagogical content knowledge. Such training is district-wide and 
teachers of all subjects are grouped together, for example, each of those six participants took 
part in district-wide STPST with all other teachers who started to work in the same year with 
him/her, not just English teachers. Therefore, it is impossible to offer pedagogical content 
knowledge courses.  
School-based STPST was not offered for all participants. Some mentioned they were 
offered simple orientation, such as registration and a one-off introduction meeting. K-12 
Schools in other areas, especially schools in the cities, provide one to two days’ school-based 
STPST. Generally, it includes: 
• Introduction of school’s history and development;  
• Staff and student situation;  
• Teacher ethics;  
• Introduction of office system;  
• Some requirements and regulations, such as checking of attendance, the 
prohibition of part-time teaching outside of schools, collective lesson 
preparation, lesson observation, lesson evaluation, homework assigning and 
marking, regular instruction, teacher assessment methods, reward and 
punishment system, to name a few.  
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Such school-based STPST is short but facilitates new teachers to have a broad view of the 
overall school environment. 
 However, school-based STPST is seldom provided in remote ethnic minority schools. 
One reason is that each school only has about one to six new teacher(s) per year, so schools 
do not pay attention to do it. Another reason is that those schools have no awareness of the 
significance of such induction. Therefore, new teachers in these schools little by little come to 
understand the school environment and education situation in daily teaching and life. 
Normally, teachers in remote ethnic minority areas have staff apartments in the school and 
that may mean teachers have a close relationship and share information. However, school-
based STPST is a good chance for new teachers to know and adjust to the new profession and 
environment efficiently.  
Both district-wide and school-based STPST are a significant opportunity for new 
teachers to get important teacher knowledge mentioned earlier, particularly knowledge of 
learners and their characteristics, awareness and understanding of educational context, 
practical knowledge, and teacher professional development. STPST should not be repetitive 
of PSTE but a solid foundation for new teachers to start teaching at a new school and adjust 
to their roles (Sprinthall et al., 1996). District-wide STPST could provide: 
1. For all new teachers: some courses about educational laws and regulations, 
professional manners at the workplace for teachers, trainings of various types of 
teaching aids, teacher professional development, brief introduction of the 
educational situation in the district and characteristics of different levels of school 
education, such as primary, junior secondary, and senior secondary schools; 
information about backgrounds of learners, culture of local communities, such as 
psychology of ethnic monitory students and local customs, etc.;  
2. For each subject teacher group: more courses about how to integrate theoretical 
knowledge with practices, such as doing lesson-presentation individually, collective 
lesson preparation, inviting some seasoned teachers to share experiences, and 
visiting authentic teaching classrooms to experience the whole process of teaching 
through observation, discussion, and interaction. 
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Then school-based STPST could offer introduction of school history and development, staff 
situation, department setting, the backgrounds of students and the community, class 
arrangements, reward and punishment system of the school, introducing colleagues and 
arrangement of other induction programs for new teachers. 
Except for STPST, induction programs consist of other activities, such as mentorship, 
lesson-observations, workshops, lectures, to name a few. Participants of this study only 
mentioned lesson-observation. As noted in Chapter Four (section 4.2.1.1.2), lesson-
observation is suggested by schools but there was no systematic arrangement for participants 
as new teachers. They were also not provided any mentorship programs. They just joined 
lesson-observation, presentation, and evaluation activities that are the content of the 
school’s Teaching and Research Group (TRG) programs. The schools did not demonstrate 
awareness of providing specific induction programs and let new teachers learn and be 
developed in practice.  
Many tertiary institutes and some K-12 schools in cities provide both district-wide and 
school-based STPST and other induction programs. They assign a tutor or mentor for each 
individual or pair of new teachers. New teachers will observe mentors’ teaching practices or 
teach collaboratively with their mentors for the whole semester or term. They also provide 
some specific workshops and lectures for new teachers.  
Induction programs should be provided in different forms and with comprehensive 
content. For example, as W. W. Zhou (2012, p. 68) suggested, the induction program should 
consist of: 
• Listening:  to reports, workshops, lectures 
• Watching: (reading) books and references, (observing) authentic materials and 
teaching scenes 
• Speaking: (presenting) lesson plans 
• Practicing: teaching methods, equipment operation, etiquette, and professional 
manners 
• Writing:  reports, thoughts, diary, and experiences 
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Moreover, it should combine practitioners’ self-study, tutor guidance, collective study, 
teaching, communication and discussion, practices, and self-reflection. The time span should 
be long, not short one-off activities. For example, district-wide STPST, school-based STPST, 
and orientation could be provided before commencing teaching. Then others, like mentorship, 
lesson-observation, workshops, etc. could be offered regularly in the first one or two years, 
not in one or two weeks. Moreover, the relevant school department or staff should monitor 
its implementation. A reward and punishment system should be designed and implemented 
in order to ensure the quality of induction programs. 
Induction is a process to enhance and apply new teachers’ knowledge developed 
through PSTE and to facilitate new teachers to adjustment to the school community and 
working culture. Therefore, it is a bridge of PSTE and ISTE and a bridge to help the new 
teachers transit from amateur teachers to professional teachers smoothly and to develop 
their professional identity (Sprinthall et al., 1996).  Moreover, as a long-term program it is a 
part of ISTE and its content overlaps with PD.  
4.2.1.2.2. Problems of other PD programs 
Apart from induction programs, there are many other forms of PD that aim to facilitate 
formation and development of teachers’ professional identities and of effective practices. 
However, existing PD programs have many problems and various aspects have been criticized. 
Moreover, problems of PD for teachers in ethnic minority schools are more special and acute. 
PD as the most essential part of ISTE has been mentioned both directly and indirectly 
by participants. Data revealed several issues related to participants’ understanding of and 
involvement in PD programs and these are categorized into seven aspects. It is important to 
note that there are two forms of PD (see section 4.3.1.2. Forms of PD), 
longitudinal/conventional top-down PD and horizontal/self-directed bottom-up PD. In the 
sections that follow, discussion of the first two problems involves both forms of PD, and the 
remaining problems involve predominantly mainly horizontal/self-directed bottom-up PD.  
4.2.1.2.2.1. Unestablished and limited conceptions of PD 
Participants’ conceptions of PD are limited and not clearly established. Specifically, 
participants initially had vague understandings of PD, especially in the survey, in which they 
gave very obscure answers when asked to define or explain their understanding of PD. For 
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instance, Participant 5 and 6 both responded, “PD is attending trainings” (P5 and P6, SQ8). 
Moreover, in response to the significance of PD, P10 responded, “It can improve me” (P10, 
SQ9).  
Some participants totally misunderstood PD. Professional development in Mandarin is 
专业发展，专业 means ‘professional’ and 发展 refers to ‘development’. However, 专业 also 
refers to major, so they understood 专业发展 as the development of their major, namely 
English proficiency and ability. For instance, P1 responded,  
But for us, we teach English to junior secondary school students, there are only 
three textbooks in total for the whole three grades. We just repeat three books. 
Actually, we could memorize all content without the textbooks. So if we keep 
teaching like this, there is little development in our English ability. (P1, IL28-31) 
However, in response to probing more deeply through follow-up interview questions (see 
Section 3.5.2. Semi-structured interview), they expanded their answers. It should be noted that 
some participants conceive of PD from several perspectives, and all conceptions discussed in 
this section were revealed from the whole sample group.  
Three groups of conceptions were identified from the data (see Figure 10). They are 
improving themselves, maintaining professionalism and producing better learning outcomes. 
Each group has several subgroups (see   
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Figure 11, Figure 12 and Figure 13: Producing Better Learning Outcomes) which are 
discussed separately in the following paragraphs.  
Figure 10: Conceptions of PD 
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Figure 11: Improving Self 
 
Participants conceive of PD as a means to improve themselves (see   
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Figure 11: Improving Self), suggesting that PD supports retaining and bolstering teachers’ 
motivation, tenacity, execution and wellbeing. In this perspective, PD is regarded as important 
in improving teacher confidence in their competence as practitioners. For instance, P2 
commented:  
Actually, I didn’t think about it carefully. After I saw the survey, (I started to think 
about PD) as an English language teacher, I normally read some books, not only the 
textbook but also some other books. It may be useful for expanding extra-curricular 
knowledge for students. For me, if I can involve some extra-curricular knowledge in 
my teaching, I must be more confident. And I haven't thought about anything else 
carefully. …… so for me, (PD) brings me more confidence, yeah, I become more 
confident. (P2, IL 50-56) 
In another perspective of this conception, PD is deemed to form and strengthen 
teachers’ identities, both identity as assigned by others and identity as claimed by teachers 
themselves. According to participants’ responses, they identified themselves as teaching 
practitioners who can conduct instruction and prepare students for exams. For instance, P4 
explained PD in terms that relate to what a teacher does:  
Professional development, I think, for this discipline, is to facilitate me to let 
students master the basic functions of English, such as simple speaking and using, 
and help students to be prepared for the university entrance exam. (P4, IL 149-151) 
PD is also positioned to improve teacher capacity that then boosts a sense of satisfaction and 
accomplishment: 
The significance of PD is to boost my sense of achievement. Because if you improve 
your English efficiency and teaching ability then you can teach your students well, 
then you will be very happy and satisfied. You will think you are an excellent teacher. 
(P5, IL 30-33) 
While participants perceive PD as a means to improve themselves, including making 
them more confident, forming and strengthening identity, and boosting the sense of 
accomplishment, it could be argued that underpinning this conception of PD is motivation to 
conduct instruction effectively to help students to get better exam results.  
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Figure 12 Maintaining Professionalism 
 
 
Participants also conceive of PD as maintaining professionalism (see Figure 12 
Maintaining Professionalism).  This positions PD as a practical tool for improving ideas, skills, 
and abilities needed for real teaching practice.  In this conception, participants suppose the 
result of PD to be updated knowledge and teaching ideas.  For instance, P4 explained: 
It (PD activity) enables us to learn more advanced teaching knowledge and ideas 
from urban teachers. (P4, IL 171-172) 
The teacher knowledge they mentioned includes subject content knowledge, pedagogical 
knowledge, pedagogical content knowledge and knowledge of learners and their 
characteristics.  Moreover, participants also mentioned PD should be an efficient way to 
support teachers to be exposed to new information and ideas and to adjust to educational 
reform and innovation that could keep them updated with new curricula and exams: 
PD could facilitate improving myself to adjust to reforms. Much information is 
relatively inaccessible to us due to geographical and economic issues. So some 
national curriculum reforms and examination reforms are introduced and explained 
to us via PD programs. It is very important otherwise we could not teach effectively 
and prepare students for new exams. (P4, SQ8) 
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 From this group of conceptions, participants expressed their desire for maintaining 
professionalism through PD. Again, it can be argued that this conception also reveals their 
aims and motivation to conduct effective, relevant, and innovative instruction to help 
students to get better exam results.  
Figure 13: Producing Better Learning Outcomes 
 
 
 
PD is also viewed as an activity that leads to producing better learning outcomes (see 
Figure 13: Producing Better Learning Outcomes).  All participants explicitly mentioned that they 
perceive PD as the most significant way to generate better learning outcomes.  This in 
addition to indirect or implicit expression of their perceptions of PD as generating better 
learning outcomes in the conceptions discussed previously, above. In this conception, PD is 
taken as a crucial means to achieve instructional objectives and produce better learning 
outcomes. Specifically, participants expect PD can facilitate students’ experiencing effective 
and happy learning so as to achieve higher score in exams. For instance, P2 explained: 
As English language teachers, (our) PD (programs) cannot escape from improving 
listening, speaking, writing and reading ability that are centred on by ELT. PD for 
myself could enable me to achieve a higher level. So if I am not qualified, how can 
I guide students to study effectively, gain those abilities and get a high score in 
exams? (P2, SQ7) 
These three conceptions of PD indicate that participants position it as a means to 
support improvement of themselves via learning more knowledge and ideas about how to 
Producing better 
learning outcomes
Gaining higher 
score in exams
Effective 
learning 
Happy 
learning
  
127 
 
effectively conduct ELT in order to gain a sense of satisfaction and accomplishment when 
students get higher scores in exams, and thus they are ultimately exam-oriented conceptions 
of PD. Therefore, the utilitarianism and instrumentalism of their conceptions of PD uncovered 
the limitation of their conceptions.  rGyalrong English language teachers have some 
understandings of PD but the understanding is limited. They have not established 
comprehensive conceptions of PD. Such conceptions affected the interaction between 
conceptions of and engagement in PD, which will be discussed in section 4.3.1.3. Engagement 
in PD.  
4.2.1.2.2.2. Limited access to high-quality PD programs 
As remote area school teachers, participants indicated that they have very few 
opportunities to attend PD programs, especially high-quality ones. This issue can be 
considered from three perspectives, according to the factors that cause it. One is the 
participants’ themselves. Most participants have no exact plan for PD and their motivation 
for PD is low. When participants were asked, ‘Do you have any plans to improve yourself or 
your profession, to take part in PD such as study further or participate in training?  If yes, what 
do you like?’, Participants 2, 6 and 9 directly responded ‘No’. Participants 1, 3, 4 and 8 
responded, ‘Yes’, followed by, ‘but’. For example, P4 responded, ‘but because of myself, I was 
over forty, so I did not think about that, like study further’ (P4, SQ21). Participants 5, 7 and 10 
gave very vague responses, for instance:  
Yes. I will follow the arrangement of school and search for some learning 
resources online. (P10, SQ21)  
Therefore, it could be implied that participants actually have no exact plan and little 
motivation to seek out or join PD programs. This could be due to the aforementioned limited 
conceptions of PD and the five other issues of PD that will be discussed in the following 
sections.  
Another perspective on access to PD concerns PD providers and schools. Many PD 
programs are provided by higher education institutions. Specifically, PD programs are 
normally designed and implemented by outside experts or higher education institutions and 
practitioners. Therefore, local practitioners, even local schools seldom participate in the 
process of PD planning and implementation.  Moreover, normally institutes who are qualified 
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to provide such programs are located in cities, while remote ethnic minority schools, such as 
the participants’ schools, are geographically disadvantaged by distance from those PD 
provider institutes and restricted by low levels of economic prosperity that characterize 
schools located in rural areas. Rural schools cannot support their teachers to attend PD 
programs because of the uneven distribution of educational resources of the whole country. 
Therefore, if PD providers invite teachers from remote areas, or remote educational 
departments or schools send teachers to the cities, the school budgets need to be increased.   
Moreover, remote schools cannot not send many teachers to cities for PD as they lack 
teachers. As participants said, their schools cannot let even one English language teacher 
leave for training because there are no substitute teachers.  Schools are short of teachers, so 
participants have a full class load of English and other subjects, and some of them also 
concurrently hold an administrative position. P3 explained the situation:  
… but the problem is that our school is quite short of (unstaffed in) English teachers, 
so there is no way for us (to join some programs). Every English teacher is 
responsible for two classes and is fully scheduled. Nobody can leave. Now we have 
fourteen classes and seven English teachers, which is just enough for the 
assignment. It would be a big problem if we enrol in one more class of students next 
September. Our school plans to add one more class next September. Because there 
should be five classes for each grade in accordance with the standard, but we're 
one class short in Grade 3 now. Both Grade 1 and Grade 2 have five classes. If we 
add one more class in Grade 3 next year, there will be five classes in Grade 3, a total 
of fifteen classes at all, and we will be one English teacher short. So there is nothing 
we can do. We long for further education, but we can't leave, and our school can't 
afford to let us leave, either. (P3, IL 40-51) 
Therefore, participation of teachers in PD programs is difficult to access because it has the 
possibility to disrupt schools, or even exert some negative influence on school education that 
will be discussed below.  
A third perspective on access to PD involves the influence of family matters. Most 
English language teachers are female, and this phenomenon hinders teachers joining PD 
programs. Females are the main undertakers of family matters, for example, in the most basic 
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of family matters, they need to ask for maternity leave for about half a year, which not only 
limits their access, but accentuates shortages of English teachers. For instance, P8 regarded 
access to PD as follows:  
Impossible.  Our school is unstaffed in English language teachers, in which some of 
these teachers ask for maternity leave, some on leave and some in sick. In our 
school, we haven’t enough English teachers, so even those teachers whose major is 
not English are teaching English. (P8, IL 125-128) 
Moreover, female teachers take charge of taking care of children and family members in 
ordinary life. Chinese culture, especially ethnic minority culture such as rGyalrong Tibetan 
culture, holds solid views about traditional gender roles. Therefore, female practitioners have 
to adjust their career for the family life according to such culture and maternal instincts.  Nine 
participants of this study are female, and they directly or indirectly indicated that they 
adjusted their work for family reasons or priorities, and this often meant no opportunities for 
PD. For example: 
Actually, I had been thinking about it for years before I had a baby. I wanted to study 
further like others, like master’s degree. I knew it is impossible to be released from 
my work and do a full-time student, but I heard from my colleagues that I could do 
self-study and take the exam. But I failed to figure out the details. I delayed this plan 
after having a baby and till now I have not started it. Frankly, now I have no time 
and energy to deal with this stuff though I always have such desire to do further 
study. (P7, IL 60-66) 
4.2.1.2.2.3. Mandatory PD programs 
When they were asked the reasons why they participated in PD programs, participants 
pointed out that almost all PD programs they are offered are mandatory, and they are 
required to take part. The Query Wizard function in NVivo identified the most frequently 
occurring terms when participants provided the reasons they attended PD programs: 
assigned, asked, mandatory, compulsory (see Figure 14: Word Frequency for Describing the 
Reason Why Participants Joined PD). 
Figure 14: Word Frequency for Describing the Reason Why Participants Joined PD 
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Those words implied that PD in China is like a compulsory assignment for teachers. On 
one hand, in some cases teachers are selected to take part in PD programs, specifically, higher 
departments mandate schools to assign teachers to take part in PD programs. The higher 
departments decide the quota of teachers of each school and then schools choose teachers 
to attend.  There are no exact processes or criteria for choosing teacher to join PD programs; 
teachers are like ‘sitting ducks’ waiting to be chosen. On the other hand, all teachers are 
required and compelled to join PD programs. Such PD programs are implemented in different 
ways. For example, as mentioned in section 4.3.1.2.1.4. Lectures and trainings, some PD 
programs require all teachers or all teachers of one subject to gather in a room which has 
surveillance cameras connected to educational departments so teachers’ attendance and 
performance can be checked online.  
Moreover, some programs are prerequisites for professional title applications. Teachers 
have to attend all classes and to get the certificate. For example, all participants mentioned 
there was an online training, Professional Ethics of Primary and Secondary School Teachers, 
which is a compulsory prerequisite for applying for professional titles. As P3 said, “Without 
the result of this training, it would be impossible for us to apply for professional titles, you 
don’t even think about that” (P3, IL 60-61). It is a hard-and-fast rule that teachers have to fulfil 
the required learning hours, and a certificate is printed once teachers complete the training.  
Moreover, this training requires teachers to watch the videos carefully; “If we just play it aside, 
after five minutes it will stop, and we should start from the beginning” (P3, IL 70-71). When 
they talked about mandatory PD programs, most participants expressed the opinion that it 
has little significance and wastes time. This type of compulsory program decrease teachers’ 
motivation and engagement in PD more generally.  
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4.2.1.2.2.4. Inappropriate content of PD 
Participants see the content of PD they have completed as inappropriate, as being 
uniform, too general, boring, and formalistic and not applicable to their classrooms (see Figure 
15: Inappropriate PD Content). First, PD programs are uniform throughout the district, even the 
overall country. Uniformity is a prominent characteristic of Chinese education  (although 
there are some policy documents that propose each school can develop some school-based 
curriculum, ethnic minority schools have autonomy in running schools, etc.), and teacher 
education and PD is no exception. Therefore, the content of PD programs does not fit all 
participant groups. On one hand, the programs do not fit all participants because when 
programs providers are from higher-level schools in cities, they design and implement PD 
programs based on the education situation, teachers’ quality, and learners’ status in their 
cities. However, there is a difference between school education in eastern parts and in 
western parts of China. Moreover, there is a huge difference between schools in mainstream 
China and ethnic minority areas. Therefore, it is difficult for many national and provincial PD 
programs to be comprehensible and meaningful for all of their participants.  
On the other hand, in some PD programs, PD providers send some experts or 
experienced prominent teachers from cities to remote rural areas. Local teachers commence 
those programs cheerfully with hope, but are often disappointed because, although those 
experts and experienced teachers are highly qualified, they are not familiar with local 
educational situations including teachers’ quality, students’ knowledge base and study ability, 
school situations, and local cultural environments, as P8 reported: 
For example, it is not so practical and useful that out-of-town teachers came here 
to give lectures or evaluate our teaching practices. Because they have no idea 
about our students, and they are not very familiar with our local actual situation. 
(P8, IL 136-138) 
Figure 15: Inappropriate PD Content 
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Second, besides uniformity, the content of PD programs is criticized for its generality 
and its weak connection to teachers’ authentic teaching practices. Participants reported that 
they want to attend programs with a focus on ELT, but most PD programs they have to attend 
are on general topics such as teachers’ professional ethics, mental and physical health, 
information technology (IT), educational psychology, student management, etc. with little 
connection to their practices. For example, teachers may not have the chance to use most of 
these technologies in their teaching practices as teaching methods and tools are still relatively 
backward in rural areas, and there are many online programs ae about new information 
technology anyway. Moreover, some pieces of training are only about learning political 
documents that aim to develop patriotism of teachers, especially ethnic minority teachers. It 
is mainly about fostering teachers’ identities in Chinese mainstream culture.  
Content of PD programs is also inappropriate as they fail to consider their target 
audience. The PD content does not match the local educational situation, including teachers’ 
practices, students’ knowledge base, and students’ learning ability. This issue was evident in 
participants’ ambivalent attitudes towards many PD programs. When they responded to Q 10 
in the survey, they mentioned some programs, even their favourite PD programs, that are 
high quality but not much applicable to their educational settings. For example: 
PD content
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I give the full score of ten to this program according to teaching ideas. But it falls 
short of ten refer to its application in our real educational settings in rGyalrong 
Tibetan schools. Though they locate in the capital city, Beijing, and their teaching 
quality is indubitable, their teaching ideas and modes are truly not suitable for us 
in rGyalrong Tibetan areas. It is truly not suitable for us. (P4, IL 305-309) 
Moreover, some programs mixed different levels of teachers in one program. As P7 
reported, she attended a program, called Ethnic Minority K-12 School English Pedagogy. This 
program is for K-12 school teachers and mainly taught teachers to use games to improve 
students’ interest and motivation for learning English. She explained: 
It was more suitable for primary school teachers as it emphasized on using games 
in teaching.  Primary school English language teaching could be interesting but 
secondary school English language teaching is more about knowledge-based 
instruction and we have to complete teaching tasks. So there is a difference. The 
trainer had been telling us how to integrate games into instruction.  And they 
mainly used theories to analyse games and seldom do the practice.  But, anyway, 
it is impossible for secondary school teachers to play games in class for three years. 
So it is kind of…… (P7, IL 162-169) 
Third, even PD programs that do focus on ELT are criticized by participants as being 
boring, because the content is rigid, repeated and not innovative. For example, P8 explained: 
It consists of various lectures that are respectively on a specified and certain topic, 
not giving a real lesson. Actually, we know those topics very well so it is very boring. 
Also, those lectures were given by lectures in empty rooms. So it is not as interactive 
as real classroom teaching. We felt so bored about just watching those videos. (P8, 
IL 168-172) 
Fourth, as discussed above, most PD programs they joined in are compulsory and too 
general. Therefore, participants also reported those programs are formalistic, unnecessarily 
time-consuming, with no practical value and not applicable.  
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4.2.1.2.2.5. Negative effects 
Attending PD can cause some negative effects, which makes access difficult and 
discourages teachers from attending. Participants reported that in order to attend PD 
programs, they have to change their teaching schedules. If programs are school-based or local 
ones they need to discuss with other teachers, change their class time, and then make up 
missed classes after finishing PD programs. If programs are in cities far away from their 
schools it is more difficult as they need to stop their English classes and then find another 
time to intensively make up missed classes. Sometimes, because the schools have no more 
teachers to take charge of teaching additional classes, they need to use two or three weeks 
intensively to make up one subject if they want to attend PD. This leads to many problems, 
as the teachers need to keep teaching every day, and students need to have a class every day.  
For example, P8 said: 
It makes us feel awful because we need to change our class schedule and find 
another time to make up missed classes.  That training sometimes crosses two 
class hours.  For example, if the training is from 3 pm to 4 pm, during which I have 
one class from 2 to 3:40 pm and one from 4 pm to 5:40 pm, I have to change two 
classes. (P8, IL 180-184) 
Therefore, PD programs become a burden for teachers, adding to the normal 
teaching route. This causes another problem, which is that many teachers then have 
poor motivation for taking part in PD activities. 
4.2.1.2.2.6. Short duration and limited model of engagement  
According to participants’ responses, the duration of most PD programs is too 
short. One-off PD programs and short-term programs, such as one-off lectures and one- 
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or two-week workshops, are the main programs provided for participants. In such 
programs it is impossible to provide comprehensive knowledge and hard to ensure the 
efficiency of programs. For example, P1 reported, ‘It is kind of useful. However, it is only 
half a day. So it is condensed, too short’ (P1, IL40-41). In addition, according to P7’s 
response, she received a lecture that was useful and also related to her teaching practice, 
but it was only a half-day lecture. She explained: 
If you say the training related to my major (ELT), the most recent one that I 
joined, is probably, let me think, about in 2012, we had a lecture given by an 
expert invited by English Weekly Newspaper in XX (name of a town). But it is 
only half a day. (P7, IL 126-129) 
Moreover, the implementation of such PD programs is monotonous, such as experts-
talking and teachers-listening training modes. Therefore, teachers rarely have opportunities 
to express themselves or communicate with lecturers, and this is especially the case with 
online lectures, which have mass trainees or listeners. For example, P3 mentioned, ‘I did not 
engage in it well, participation is low. Because there are too many schools and teachers. We 
are basically watching and listening, have little chance of communication.’ (P3, IL 82-84) 
4.2.1.2.2.7. Lack of thorough evaluation system and follow-up support 
Another problem worth noting is that there is no thorough evaluation system and 
follow-up support for each PD. Any program should contain a process of evaluation, especially 
evaluation from teachers, who are the objects and receivers of those programs and 
practitioners of teaching practice.   It could ensure the efficiency of the program and provide 
a chance to improve it in the following presentations. However, in this study, no participant 
mentioned a PD program with a thorough evaluation system.  Most PD programs are also the 
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one-off mode, without appropriate follow-up support for teachers applying what they have 
learned. Moreover, there is little connection between each program.   
4.2.1.2.2.8. Discussion across seven problems of PD 
Data indicated participants continue to experience problems with PD, but PD programs 
in China have been improved in the last couple of decades and some effective PD programs 
have been developed. For example, there is national training, which P1 mentioned, that 
includes three phases.  The first phase is ten-days training about theoretical knowledge of 
pedagogy. All subject teachers are trained together. After training, participants of this 
program go back to their schools to practice and train other teachers who did not attend that 
program. After several months the second phase starts and is also ten days. At this phase, 
participants of this program are divided into the different groups according to the subject 
they teach. Then each group goes to observe some authentic teaching practices of their 
teaching subject in cities.  One or two participants are assigned to one mentor, then they 
come back to their schools to practice and share the information with other teachers. The last 
phase is about discussion and summary of the whole program. It is encouraging that such a 
program combines theoretical learning and practice and that it provides follow-up support 
regularly. It leaves time for teachers to practice what they learned and it expands its effect 
through asking participants of the program to transmit information to other teachers. It also 
realizes focusing on each teaching subject.   
However, for remote ethnic minority teachers, there are many problems with the 
national training according to aforementioned issues coupled with the particularity of remote 
ethnic minority school education. For example, such PD programs are held in cities. Only one 
participant in this study attended the 2017-2018 program. Other participants did not attend 
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this round, but they mentioned that each school assigns one teacher per subject to attend it. 
Therefore, it could be seen that the opportunities for them are few.  
Though the content and mode of this program are relatively high quality, because this 
program is for the whole province of secondary teachers it is not very appropriate for ethnic 
minority teachers. Therefore, though this project aims to improve mid-west rural school 
teachers, the providers are from cities, the teaching practices participants observed are in city 
schools, and the experts from universities, educational departments and schools in cities. 
Thus, participants receive some advanced theory and methods, but it is hard for them to apply 
in their own practices, as the educational setting and students’ status are different.  
In addition, the issues and challenges that teachers face in remote ethnic minority 
educational settings may not be mentioned in such programs and could not be solved by 
providers of such programs. For example, P7 attended a program about teaching classroom 
observation in the provincial capital. She expressed that she approached the experience with 
hope but felt disappointed. She explained: 
At that time, I thought, we were going to learn, learning is the main and important 
task. So we were keeping learning during the whole class. But we always … 
wondered why their teachers and students are so good. But when I came back to 
my school (sigh), I found I was having daydream according to my students’ 
responses and our teaching situation (laugh). The gap and the difference are really 
too big. (P7, IL 150-155) 
Participant 4 also mentioned similar problems: 
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 In comparison, it is impossible to implement their advanced ideas and methods 
in rGyalrong Tibetan areas because there is a huge gap between those two places’ 
teachers, students and education. (P4, IL 218-220) 
Further, a big problem could be implied from those programs. In China, many 
documents and educational departments started to focus on improving rural teachers in 
western China. Moreover, many PD programs, which take rural teachers as the object, have 
been developed. However, both online and physical programs are designed based on teacher 
and student education situations in urban areas. Such programs aim to take urban teachers, 
students, and education as the ‘moulds’ and ‘shape (train) rural teachers in these ‘moulds to 
develop a ‘copy’ of urban teachers, students, and education. Such programs go against the 
nature of education without regard to educational objects and settings.  Therefore, programs, 
the titles of which even involve ‘ethnic minority teachers’ and ‘rural teachers’, do not 
necessarily focus on such teaching settings, but only limits the participants of such programs 
to teachers from those areas. However, they fail to consider ethnic minority teachers’ 
authentic professional development needs. 
Another problem is that there are 56 ethnic groups, various cultures, and more than 
129 languages, excluding dialects (Sun, Hu, & Huang, 2007).  Therefore, there are some 
lectures about how to improve education in minority ethnic areas, but it still does not fit all 
teachers as there is a big difference among ethnic groups, and even within one group. For 
example, P1 reported there is a lecture called Educational Particularity of Ethnic Minority 
Areas. She explained that this lecture is for teachers from Tibetan areas, and the lecturer is 
from a Tibetan school where bilingual education is applied. That means only Chinese is taught 
in Mandarin and all other subjects are taught in Tibetan. The lecturer uses Tibetan to discuss 
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the characteristics of bilingual education in his school, but for P1 the lecture is useless as she 
cannot understand Tibetan that is different from rGyalrong language, and her school does not 
apply bilingual education.  
Therefore, it is evident that there are many ongoing issues with PD programs.  All these 
issues are intertwined together and decrease ethnic minority teachers’ motivation for 
participation in PD activities. Therefore, most PD programs have little effect. 
PD or ISTE is indispensable for all teachers and effective PD is a vital support for making 
it is possible for teachers to be highly qualified. As discussed in Chapter Two (see section 
2.4.3.2. Effectiveness of professional development), many researchers have investigated the 
characteristics of effective and high-quality PD, and four aspects - duration, content, 
strategies, and evaluation of PD - were identified as essential to consider when planning and 
implementing effective PD. Based on those four elements, PD should be designed by experts 
and teachers in and out of local schools and its content should be comprehensive according 
to participants’ real needs and teachers’ professional life cycle. It should be implemented in 
different modes both in and out of schools with a longer timeframe, and it should have a 
thorough evaluation system and follow-up support. Such PD programs would both improve 
the all-round teacher knowledge and develop the teacher professionalism that underpins 
better student performances and overall education. 
In summary, according to the findings, there are seven groups of problems that 
participants experienced in relation to PD. Moreover, those seven problems are intertwined 
with some other potential issues. Many official documents have been regularly issued at the 
national level in order to improve teachers’ PD but the discrepancy between policy initiatives 
and PD realities has remained, especially in remote rural areas.  
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4.2.1.3. Irregular requirements for maintaining teacher accreditation 
4.2.1.3.1. Teacher qualification accreditation 
The requirements and processes for teacher accreditation have been outlined in 
Chapter One (see section1.3.1.2). All but one of the participants in this study were granted 
teacher certification when they graduated from PSTE. Normally, a K-12 teacher like P3, who 
never received PSTE, should take and pass the teacher certification exam.  The exam includes 
a theoretical exam and a practical teaching exam.  However, P3 was assigned the job and the 
educational department granted teacher certification after he started teaching. In summary, 
all participants were granted teacher certifications; nine of them received some teacher 
preparation as their major was teaching, and one has been granted certification after he was 
assigned to be a teacher.  
Several official documents regulate the system of requirements and processes of 
teacher qualification accreditation developed in the last two decades. Reform of the teacher 
qualification examination has brought fairness to some extent for teacher candidates from 
different schools and parts of China. It has also promoted the process of teacher 
professionalization and raised standards in the teaching profession, because in the past 
students who graduated from teachers’ major could skip the examination and be granted a 
certificate without checking if they are really qualified to be teachers. Moreover, the content 
and form of examination and interview have been improved so that applicants have to pay 
much attention to pass it.   
However, the normative system of teacher qualification accreditation has not yet been 
fully established (B. C. Han & Qu, 2017).  First, the examination did not pay attention to the 
difference between educational settings. The written examination is nationally uniform, and 
although the interview is conducted by each district educational department the standard is 
set nationally, and the content and form of the interview are referred to as a uniform national 
document. Therefore, the examination may guarantee general knowledge and ability of 
teacher applicants but cannot assess applicants’ qualities comprehensively. Moreover, it 
cannot provide appropriately qualified teachers for ethnic minority schools. Second, though 
reform of the teacher qualification examination was formulated in official policy, the 
implementation of the reform is still incomplete. The relevant departments that arrange and 
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carry out the examinations refer to the policy documents, such as arranging the content, 
range, mode, and time of written examinations, and carrying out interviews according to 
regulations, but those responsible still hold old views towards the examination, and especially 
to the interview. They conduct the interview, but as a formality only, and that leads to the 
qualifications exams being an inefficient process. The failure of reform could due to the 
nature of Chinese education, which values uniformity, theory, and written exams more than 
practice.  
4.2.1.3.2. Teacher accreditation maintenance 
The Ministry of Education of the People's Republic of China (2013b) stipulates teacher 
certification has to be renewed every five years. However, participants asserted that they do 
not know if there is any exact requirement for maintaining teacher accreditation. For example: 
Our teacher certifications were just reissued. They handled my certification and 
changed some contents, such as the professional title. …… Anyway, the teacher 
certification is essential. I submitted some materials as requested and I don’t know 
their detailed procedures. (P8, IL 190-193) 
I don’t know (about regular teacher certification registration). I have never heard 
and learned about it. (P2, IL 100-101) 
It appears that, either, there are no strict requirements or processes in place for the 
regular renewal of teacher accreditation in rGyalrong area, or, if there is a strict enforcement 
of the renewal of teacher accreditation policy, teachers have little or no knowledge of it.  
As outlined in Chapter One (section 1.3.2), it should be known by participants that recent 
official documents stipulate that teacher certificates need to be re-registered for renewal and 
accreditation regularly. This regulation has been implemented progressively from coastal 
cities to rural areas. However, the implementation situation revealed by data suggests that 
the process for re-registration of teacher qualifications is not functioning in rGyalrong area 
although the requirements for re-registration (see section 1.3.2) could be easily met. For 
example, almost all teachers have been evaluated as passing the annual assessment and 
teacher ethics assessment, and physical and mental health for teaching assessment. The 360 
professional training hours or an equivalent amount of credits could be fulfilled by TRG 
  
142 
 
activities and some compulsory training. Therefore, to re-register their qualification is not a 
big challenge for teachers. But, in outlying ethnic minority areas, most teachers do not even 
know this regulation as their managers ask them to submit relevant documents and then go 
through the re-registration process for them.  For example, in the data excerpts, above, it is 
clear that participants know little or nothing about re-registration processes or requirements, 
they just provide materials as requested by managers and receive new certificates.   
This could due to the main three reasons. One is that there is no normative and effective 
assessment system of teacher qualification in place. Second is that consciousness of teachers’ 
professional development has not been formed. Third is that the lack of teachers in those 
schools makes it merely impossible to measure teachers’ performance in such a way that 
could lead to dismissal of teachers who do not meet the requirements.  
Regular annual assessment and re-registration of teacher qualification are the two main 
existing assessments of the quality of the practice of in-service teachers. However, the regular 
annual assessment of teachers is run by each school every year and it only assesses the 
comprehensive performance of teachers very generally. It could only be regarded as the 
baseline and minimum standard of qualified teachers. Because normally teachers who fulfil 
the basic teaching hours requirements, and have no ethic issues, pass the assessment. Re-
registration of teacher qualification should involve regular inspections and appraisals of 
teachers’ quality, but as discussed in the last paragraph, the process in use fails to check 
teachers’ professional quality effectively.  
Therefore, without a feasible, powerful, and effective inspection and appraisal system 
to monitor teacher quality, and to institute and maintain professional standards, students’ 
exam results have become the vital criterion to evaluate teachers’ teaching practices and 
quality. In China, students’ examination results are not only a vital criterion for judging 
students’ performances, but also for evaluation of teachers’ teaching practice and quality.  
Such a phenomenon deeply influences not only what is considered as quality teaching, but 
also the attitudes and decisions of teachers in relation to PD. Given that participants’ 
conceptions of PD revolved around expectations that improved exam success for their 
students would follow, the lack of effective appraisal systems means participation in PD 
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assumes more significance as a mechanism for establishing professionalism and professional 
identity as a quality practitioner.  
4.2.1.4. Decreasing teachers’ English proficiency 
Findings suggest that in areas where education is restricted by geographic location and 
level of economic development, and where there are no effective appraisal systems, teachers 
compromise on developing themselves and their teaching practice. For example, there is the 
strange phenomenon that most participants in this study expressed concern that their English 
proficiency had become lower since they started to teach. Most participants possessed desire 
and enthusiasm for continuous learning and practice of English when beginning teaching, for 
example, P4 (see excerpt above) kept listening to English tape recordings, and P3 kept 
watching English instructional videos but both ceased such practices several years after they 
commenced teaching. They consider that they are less proficient users of English proficiency 
now than when they graduated.   
They suggest two reasons for this phenomenon. One is that local student’s English 
knowledge base and ability are low so that the level of English they learned and achieved in 
tertiary education is too high to use in daily teaching practices. They said the level of what 
they learned in colleges and universities (mainly referring to English subject matter 
knowledge) is too high for local students. Moreover, they seldom use English to communicate 
with students as the students have no such abilities, and they had to use only simple language 
to bridge the gap between their English proficiency and students’. Some of them maintained 
high enthusiasm for learning and practicing English at the beginning, but when they found 
they have no chance to communicate in English, and that their students cannot understand, 
they lost any motivation for improving their English. Another reason is that they found there 
is no need to improve their English. Once they are familiar with and master textbook content, 
they think it is all they need for teaching in an educational context in which textbook content 
is considered the essential knowledge to achieve the desired exam results. For example, P4 
described this situation rather eloquently: 
Because it is rGyalrong Tibetan school here, there is a fact that if an English 
language teacher uses her or his undergraduate English knowledge to teach local 
students, there is a gap between teachers and students. So teachers have to lower 
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their level to students’.  Then teachers can communicate with students, otherwise, 
even normal instruction cannot be implemented. (P4, IL 41-45) 
Because teachers lower their level to that of students for a long time since they 
graduated and started to teach, their English level tends to dip. Therefore, for 
teachers, our grammar, vocabulary, listening, speaking, reading and writing skills 
get worse gradually, not better (laugh). (P4, IL 56-59) 
Actually, I persisted in listening to English tapes for a long time after I graduated. I 
played the tapes for half an hour during toiletries time after I got up at six-thirty 
(laugh). I kept listening to some English-language media such as the BBC for half 
an hour. I kept this habit for ten, eleven years. I started from the year of 1999 
when I started working and kept is for approximately ten or eleven years. But in 
2010 I quitted it because I didn’t think it was necessary for me to do it in this 
environment and situation. It’s been seven years since I gave it up.  In the 
beginning, I thought I am young and energetic. And I thought I have to master 
English.  But after a long time work I though it is no need to do it. Moreover, I 
mastered textbook content thoroughly and even I can teach without textbooks.  
So for my current position, it is pretty enough for me to get my job done well.  So 
I thought there was no need to listen and practice English anymore. So if you ask 
me if I make some effort for English, I did but gave up halfway. (P4, IL 515-527) 
ELT is intended to be communicative and interactive, and thus English language teachers 
expect their English proficiency to improve when they engage in teaching practice. However, 
the situation is totally controversial for participants of this study. The source of this is arguably 
the exam-oriented nature of ELT. The aim of ELT is not for acquiring the language and 
communicative competence, not even really for linguistic competence. It is chiefly to help 
students to pass the National Matriculation English Test and some other exams for English 
language certificates. Therefore, the textbook-focused teaching approach is generated. ELT is 
not communicative, but It pays much more attention to language knowledge, such as 
grammatical forms, rather than language use, to structural correctness rather than fluency 
and appropriacy (Hird, 1995). The conventional Chinese ELT approach is characterized by 
“grammatical analysis, translation and intensive reading” (L. P. Wei, 2012, p. vii), and in rural 
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schools, teachers have little options than to focus on the textbook and exams content as there 
are few or no extra teaching and learning materials and resources (see section 4.2.2.2. Teaching 
and learning resources issues). Thus, teachers use of such approaches means students take 
English courses by rote memorization and learning.  
The limited English knowledge base of students (see section  
4.2.3.1. Insufficient English knowledge base) means teachers mainly try to transmit 
fundamental knowledge and can hardly add extra-curriculum knowledge, not to mention 
communicating in English. Teachers, such the participants in this study, who also use distance 
education materials, such as Webcasting Real-Time Classes (hereinafter WRTC), Cloud Class 
(hereinafter CC) and Recorded Class (hereinafter RC) (see section 4.3.1.2.1.3. Counterpart 
Assistance Programs), they actually rely on this kind of teaching approach and become “video 
players”.  Therefore, due to but not limited to this combination of circumstances, participants 
become stiff transmitters of ‘language knowledge’ from the textbook and their English 
proficiency declines in the process of teaching experience.  
Some policy documents, especially at the college English level such as College English 
Syllabus (Ministry of Education, 1991, 1999) try to reorientate ELT pedagogy from “traditional 
grammar-translation and audio-lingualism language teaching approaches to communicative 
language teaching approach” (L. P. Wei, 2012, p. 34). However, the reality is that ELT practices 
remain traditional in approach and there are only limited possibilities for using such an 
approach in teaching practices, especially in secondary schools. Several reasons for this have 
been suggested, such as ingrained traditional Chinese teaching and learning styles, teachers’ 
heavy workloads, a uniform exam-oriented education system, limited resources, excessive 
class sizes, and shortage of qualified English language teachers who can use communicative 
language teaching approaches (P. J. Du & Chen, 2008; Hird, 1995; G. Hu, 2002; L. P. Wei, 2012), 
to name a few.   
In urban schools, some compensatory measures have been taken to follow those 
initiatives, such as letting students do some short presentations, using English as the 
instructional language of ELT, making conversations in English, and using extra-curricular 
resources, to name a few. Moreover, some urban parents send their children to private or 
international schools, which provide bilingual education (Mandarin and English). In remote 
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rural areas, there is a very limited possibility to introduce communicative language teaching 
methods, and participants reported that it is very hard to use English as the only instructional 
medium. Not only are rural English language teachers not equipped with the pedagogic 
knowledge to change the traditional teaching approach, but also rural students have an 
insufficient English knowledge base to accept teaching approaches that rely on mainly using 
the target language.  According to findings, only one measure has been taken that uses English 
as the instructional language for ELT, as P9 explained: 
Actually, I could not use English as the instructional language before. So if there is 
no QZ teaching video to follow, I don’t know how to give instructions in English. 
Since recent years, we have started to use their teaching video to teach and learn 
to use the classroom English instructional languages. Both we and students become 
familiar with it by long-term use of it. (P9, IL 60-65) 
Local students can hardly accept English as the only instructional language. Some students, 
especially in normal classes (better classes refers to classes who have a higher score in 
entrance exams and were assigned to take distance education) can hardly understand 
instructional language in English. For instance, P7 reported: 
At the most time, we spoke in English to them (students), they made no responses. 
Even I said some simple examples, I also need to translate them into Chinese. This 
is the real situation here and it is terrible to this extent. It is too terrible. (P7, IL 180-
183) 
Participant 4 reported that she uses English and Mandarin together to teach: 
We joined counterpart assistance programs and we use the Webcasting Real-Time 
Classes teaching and learning mode, which is provided by QZ secondary school. But 
students of many classes including my classes, cannot accept such learning mode 
as their English proficiency is not as good as their counterparts in QZ secondary 
school. Therefore, some students could understand 60%. And some students, 
actually, totally cannot understand such teaching mode which uses English as the 
instructional language. So whatever in well-performed classes or poorly-performed 
classes, we communicate with students in both English and Mandarin together in 
classrooms. This is the main case in rGyalrong Tibetan areas. (P4, IL 45-54) 
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P4 added the perception that because teachers need to use simple and basic forms of 
language, ‘their English level tends to dip’.  
Therefore, ELT in rural areas could not catch up with reforms such as communicative 
teaching approaches and English language teachers continue as rigid transmitters of the 
textbooks that closely relate to high stakes exams. Moreover, because of local students’ low 
English proficiency and insufficient English knowledge base, teachers treat English as a course 
which only needs, like maths, to correctly fill the blanks in exams. Thus, participants conclude 
that their English proficiency and ability do not become lower in the process of teaching 
experiences.  
4.2.2. Issues with English language teaching in rGyalrong 
 Participants faced several challenges in their teaching practices. In this section, three 
of these challenges are discussed followed by a discussion across the three issues (see Table 
9: Issues with English language teaching in rGyalrong). The three issues are heavy workload, lack 
of resources, and unqualified instructional staff. 
Table 9: Issues with English language teaching in rGyalrong 
 
 
 
4.2.2.1. Heavy workload 
All participants agree that their workload is too heavy and that they are over-loaded 
with teaching tasks. First, because of the shortage of English language teachers, all 
participants have a full load (see Table 10: Workload). Participants have at least eight English 
classes and some, such as Participants 4, 7, and 10, have 16 English classes.  Second, due to 
the shortage of other subject teachers, some English language teachers teach other subjects 
for which they are not properly qualified with (see Table 10: Workload):  
Besides English, I also teach History this term (Laugh). Actually, I don’t know 
History very well but I still have to teach (laugh). (P2, IL 120-121) 
Issues with English 
language teaching in 
rGyalrong 
Heavy workload 
Teaching and learning resources issues 
Unqualified instructional staff 
Discussion across the three issues:  Imbalanced economic and teacher resources 
allocation (Imbalance in financial capability and teacher resources) (The 
imbalance in human resources and fund resources) 
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Third, due to the shortage of staff, most participants are also holding administrative positions 
(see Table 10: Workload). Eight participants (P1,3,4,5,6,8,9, and 10) are class coordinators and 
so take charge of most morning and evening self-study classes, student affairs management, 
and parent contact work. Moreover, besides eight English classes, three morning classes, and 
three evening classes, participant 3 is also dean of the school and takes charge of school-wide 
student affairs and teacher management.  
Table 10: Workload 
Participants 
Formal 
Classes 
Morning 
Classes 
Evening 
Classes 
Other 
Subject 
Administrative work 
P1 10 4 4 2 
As a coordinator has 1 class for class meeting 
and 1 for working class 
P2 10 4 4 2  
P3 8 3 3  
As a coordinator has 1 class for class meeting 
and 1 for working class, and as a Dean takes 
in charge of school-wide students affair and 
teacher management 
P4 16 2 2  
As a coordinator has 1 class for class meeting 
and 1 for working class 
P5 8 2 5  
As a coordinator has 1 class for class meeting 
and 1 for working class 
P6 13 4 4  
As a coordinator has 1 class for class meeting 
and 1 for working class 
P7 16 5 5   
P8 9 2 4  
As a coordinator has 1 class for class meeting 
and 1 for working class 
P9 10 3 3  
As a coordinator has 1 class for class meeting 
and 1 for working class 
P10 16 4 4  
As a coordinator has 1 class for class meeting 
and 1 for working class 
 
4.2.2.2. Teaching and learning resources issues 
Due to the rGyalrong cultural setting, geographic location, and backward economy, and 
the uneven distribution of educational resources throughout the whole country, teaching and 
learning resources have several shortcomings (see Figure 16: Drawbacks of Teaching and Learning 
Resources). First, participants pointed to teaching content that is insufficiently connected to 
students’ lives: 
English, as their (students’) third language, is so alien to them. They cannot 
understand some conversations and I think it is because of cultural differences. 
Also, they (students) study here, both students and parents have a prejudice 
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against English, they think there is no difference to learn or not to learn English.  
Even 80% of parents think their children should learn, they only take it as a way to 
perform the National Matriculation Test. And the other 20% of parents do not 
know it at all and have a pretty vague understanding of it. (P4, IL 316-322) 
Figure 16: Drawbacks of Teaching and Learning Resources 
 
 
Second, in order to improve remote and ethnic schools’ education, distance education, 
as discussed in Chapter Two, has been introduced to rGyalrong secondary schools and 
teaching videos produced by QZ secondary school have become the main teaching resources. 
However, these teaching resources are not aligned with local ELT and English learning 
situations. Participants commented that teachers cannot keep up with the instructional 
schedule of the videos and students find it difficult to keep up with the content. For example, 
P4 reported that her students could hardly understand the teaching resources provided by 
QZ secondary school (P4, IL 45-54, see excerpt in section 4.2.1.4. Decreasing teachers’ English 
proficiency). Participant 3 explained the situation: 
There are eight English textbooks.  The seventh and eighth ones are elective but QZ 
teaches it. So we learned some parts of it. ……Though all say ease students’ learning 
burden, QZ students gain high scores in exams because of learning the eighth 
elective book.  So we learned too…… and they finish all eight books in the first 
semester of grade three and then they teach 21st Century English Newspaper.  Then 
we stop learning through the video. This afternoon, I open their video and they were 
Teaching and 
Learning 
Resources
Insufficient 
connection to 
students' real life
mismatch with 
local teaching and 
learning situation
lack of material, 
facility and 
atmosphere
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teaching grammar suddenly, so I taught exam paper and did not follow them. But 
they don’t stress grammar and they said they started to less emphasis on grammar. 
But for us we cannot less emphasis on grammar even many experts said so. (P3, IL 
102-111) 
Third, teaching and learning resources are relatively scarce. Apart from the textbooks, 
there are no other supplementary extra-curricular books, there is no language laboratory, 
they have no foreign teachers who are native English speakers, and they have no English-
speaking atmosphere such as an English corner. Participant 3 clearly finds the situation 
frustrating: 
The most urgent problem for us is that we don’t have even one language 
laboratory. For listening practice, we don’t have a lab so it’s very hard to deal with 
listening.  And advanced material and books are scarce.  Also, QZ has two classes 
per week taught by foreign teachers. But even XX secondary (which located in the 
biggest county in their prefecture) has no foreign teachers, so not to mention for 
us. So difficulties are like this, about hardware we don’t have a lab; and second, 
material, English reading books are scarce in the library.  Except for the textbooks, 
what we have is the exercise books. We used to subscribe to the 21st Century 
Newspaper but then cancelled it. This is not only because my students can hardly 
do it but also it takes a long time to deliver to us. For example, the QZ teacher 
started to teach the sixth issue while we just received the fourth one. So we had 
to stop the subscription to it (sigh).  (P3, IL 131-141) 
 
4.2.2.3. Instruction implemented by unqualified teachers (Unqualified instructional staff) 
Data suggested that ELT is beng implemented by unqualified teachers. First, as 
mentioned in section 4.2.1.1. Insufficient and ineffective pre-service teacher education, teachers 
are recruited with insufficient PSTE and requirements of being engaged as teachers are low. 
Second, because of the shortage of teachers, novice teachers commence teaching once they 
are recruited without any experiences and practice, for instance, as P2 said succinctly: 
I started to teach once I came to this school, learning by teaching. (P2, IL 131) 
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 Third, there are some seconded and visiting teachers from other schools, even lower-
level schools, carrying out instruction although they are not properly qualified to teach, and 
that creates problems, as P4 explained: 
Yes, each teacher teaches at least two classes. And there are often some 
secondment teachers, for example, from X junior secondary school and other junior 
secondary schools. So for senior secondary schools, there is a gap among teachers 
because senior secondary school teachers and junior secondary teachers have 
different teaching ideas as there is a difference between ELT for senior secondary 
schools and that for the junior ones. (P4, IL 106-111) 
4.2.2.4. Imbalanced allocation of economic and teacher resources 
According to the above analysis, data revealed the many issues are existing in ELT in 
remote areas can be summarized into three major problems. First, teachers’ workloads are 
too heavy as schools are short of teaching and administrative staff. Second, teaching and 
learning resources provided are not tailored to local learning situations and lack local 
relevance and connection to students’ lives. Moreover, the resources are far from adequate 
to support teaching and learning. Third, instruction is implemented by unqualified teachers. 
Those issues are interconnected and coupled with learners and learning outcome situations 
(see section Issues for learners) form a special educational situation.  
The problem of imbalanced allocation of educational resources, including teachers and 
economic resources, is complicated. For the reform and development of compulsory 
education, especially the system supporting compulsory education and development of the 
teacher workforce, the Chinese government has made a series of major policy decisions. For 
example, learners in poverty-stricken and ethnic minority areas get a reduction or exemption 
of tuition fees and other educational surcharges. They only need to pay a small amount of 
fees for materials and a board and accommodation fee.  
To make sure of the financial capacity, the main department to appropriate funds for 
schools changed from village and town level to county and prefecture-level.  However, 
financial capacity of departments of both levels to fund all compulsory education is actually 
weak. Thus, the weak financial capacity of these departments, coupled with financial 
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centralization of the central and provincial governments, means that sources of funding for 
compulsory education are reliant on appropriation from provincial and central departments, 
especially after the implementation of the fiscal system of tax sharing. Indeed, although 
provincial and central departments substantially increased special funding for education and 
implemented financial transfer payment, schools are still short of funding for a number of 
reasons, detailed below.  
First, the amount of schools’ previous debts and funds spent on the popularization of 
and meeting the standard of compulsory education are too large. Previously, payment by 
learners was the main source of educational funding for rural schools. Without that payment, 
government appropriation is insufficient for supporting school education.  
Second, the financial allocation is imbalanced. The imbalance is reflected in different 
aspects. There is an imbalance between schools in urban and rural areas. For example, Xiang 
and Yuan (2008) reported that per-student educational appropriation of urban schools was 
about twice that for rural schools in 1993, and the gap has grown to become almost 3.1 times. 
There is also imbalance among different regions and provinces. Per student educational 
appropriations of Beijing, Shanghai and other coastal provinces are far greater than other 
provinces, and in the western provinces is far lower than other provinces. Allocation among 
schools in the same district is also imbalanced. For example, high-performing schools get 
more funding than low performing schools, and schools located in towns are funded more 
than those in the countryside. Finally, across the education sector as a whole, national 
education investment tilts towards tertiary education and compulsory education takes up a 
relatively lower proportion. For example, Xiang and Yuan (2008) reported that in 1998 the 
ratio of per-student educational appropriation tertiary education is almost thirty to forty 
times that for primary education.  
Third, the different levels of departments are indeterminate in responsibilities. The 
central government holds the main financial power, but they are not directly responsible for 
education funding.  Local governments are in low financial capacity, but they take charge of 
administering and financing compulsory education. Thus, the relations between the central 
government and local governments concerning financial power and administrative should be 
adjusted.   
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Fourth, there is no support system and no supervision system for appropriation and its 
utilization. Without a supervision system, the local government can divert the resources 
available and earmarked for education to other aspects which more easily generate political 
achievement, such as economic development. Different achievement has different awarding 
and local governments tend not to invest much effort into education as its effect takes time 
and is often not obvious. Consequently, rural and remote schools have less education funding 
appropriated from upper-level departments. In addition, they are not able to self-fund, so 
both rural and urban schools have tried to introduce arbitrary charges. Some high-quality 
urban schools are able to charge expensive school-selection fees or sponsorship fees from 
non-native students, as those schools have high performance. Rural schools have imposed 
some extra fees, but arbitrary charges have drawn enormous attention and gotten regulated 
to some extent, such as the imposition if the ‘one-standard-fee system’. Thus, rural and 
remote schools are short of funding. 
These funding shortages causes many other problems. First, rural teachers’ wages are 
low and sometimes even in arrears. Such a phenomenon leads to further aggravating the 
difficulty of survival and work. Consequently, teacher turnover and shortages are exacerbated. 
The shortage of teachers is a vital problem in rural and remote schools. For example, in several 
government reports (see, e.g., National Education Supervision and Inspection Unit, 2006, 
2017) it is reported that rural schools are severely short of teachers while some urban schools 
have more teachers than authorized.  
Although insufficient funding is one of the most significant reasons for the shortage of 
teachers, another reason related to insufficient funding is the authorized number of teaching 
staff, which in many rural schools is insufficient. Their authorized teacher quotas are not 
updated and re-approved regularly although the school size in number of students is 
expanding progressively. Local upper educational departments are responsible for staffing 
quotas of K-12 school, and some schools do not even have the number of teachers allocated 
by the inadequate authorized quota. In summary, many factors, such as insufficient funding, 
geographical location coupled with the strong lure of the urban regions (see section 1.3.2.2 
Professional development and In-service teachers), inadequate authorized staffing quotas, cause 
and aggravate the teacher turnover and shortage.  
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Many measures are taken to overcome teacher shortage.  One is employing unqualified 
teachers. As shown and discussed in section 4.2.1.1. Insufficient and ineffective pre-service teacher 
education, many recruited teachers have not been prepared well for teaching as they have 
insufficient PSTE. Moreover, as shown and discussed in section 4.2.1.2.1. Limited teacher 
induction programs and section 4.2.2.3. Instruction implemented by unqualified teachers, novice 
teachers started to teach immediately without systematic induction programs. Also, lower-
level school teachers are transferred to higher-level schools to teach, for example, primary 
school teachers are transferred to junior secondary schools, and junior secondary teachers to 
senior secondary schools. Some remote schools have to employ unqualified substitute 
teachers, and, in order to overcome the shortage of teachers, as Participants 1 and 2 reported, 
some teachers need to teach other subjects that are beyond their major and that they have 
never learned how to teach. Another measure is to assign heavy workloads to each teacher 
in order to provide school education successfully. As discussed in section 4.2.2.1, teachers have 
very full English teaching loads, and sometimes they even need to teach other subjects. 
Moreover, most teachers need to do administrative work, such as class coordinators and 
deans.  
The second issue caused by the shortage of educational funding is the shortage of 
hardware facilities and learning and teaching resources. The fundamental facilities, such as 
teaching facilities, instructional equipment, and desks and chairs, are often inadequate, and 
offices and classrooms are sometimes dangerous. According to participants, as their schools 
are the only four secondary schools in their county and located in towns close to the county 
centre, the fundamental facilities are equipped for them, though the quality is not very high, 
and the quantity is limited. However, they seldom have supplementary extra-curricular books, 
language labs, or other additional or innovative equipment. Moreover, there is absolutely no 
foreign teacher or English corner to facilitate English language teaching and learning.  
Therefore, teaching and learning in those schools has relied on textbooks and distance 
learning videos.  
As already pointed out, several issues remain with using existing textbooks and distance 
learning videos as teaching and learning resources for remote and rural schools. For example, 
rural students are unfamiliar with many of the items, things, and circumstances mentioned in 
textbooks, such as ‘metro’, or ‘airport conversation’, to name a few. Thus, it makes even more 
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challenges for teaching and learning. Also, schools where distance learning is the main 
instruction method have unique problems with teaching and learning resources. On one hand, 
teachers in live stream or recorded videos are better qualified than rural teachers, and the 
students are better prepared with prior learning. Therefore, rural students sometimes cannot 
catch up and understand such learning content, and if some extra learning resources are used 
in videos, local students do not have such supplementary resources or they are hard to get. 
For example, as P3 mentioned (P3, IL 102-111, see excerpt, section 4.2.2.2. Teaching and 
learning resources issues), the school in one of the videos used an English Newspaper as a 
teaching resource, but because of geographical location, the English Newspaper was always 
late to be delivered to them and they only got the previous issue when the next one was being 
used in the live stream video.  
For ethnic minority schools, additional problems related to teaching and learning 
resources exist. According to the introduction of bilingual and trilingual education (see section 
1.2.1 and section 1.2.2), there are two forms or modes of bilingual education in ethnic minority 
areas. One is that, apart from ethnic minority language and English, all teaching/learning 
resources are in Mandarin, as it is the medium of instruction (MOI). Another is that, apart 
Chinese and English, all other teaching/learning resources are in ethnic minority language, as 
it is used as MOI. In these situations, as well as the problems discussed in the last paragraph, 
remote ethnic minority teachers and students are faced with more challenges. In the first 
mode, ethnic minority teachers and students are faced with the challenge that Mandarin is 
their second language. It causes more problems for students to understand the teaching 
content and instruction medium.  
In the second mode, teaching materials are in the local language but they are just 
translations of the Chinese editions, so it also has problems discussed in the last paragraph. 
The curriculum in China is centralized, and all schools follow the one designed by the Ministry 
of Education. Therefore, the second mode is only a disguised form to transmit the national 
curriculum in local languages (J. Lin, 1997). In addition, there are not many qualified ethnic 
minority language speakers of all subjects. Moreover, for ethnic minorities like rGyalrong 
Tibetan, the second mode could not be implemented. Because as already noted in section 
1.4.1, rGyalrong has its own language and culture but it was identified as a branch of Tibetan 
so official bilingual education for them is referred to as Tibetan and Chinese, not rGyalrong 
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and Chinese. Teachers who are rGyalrong language speakers are even scarcer, because the 
population of rGyalrong is small. Moreover, rGyalrong has several different dialects that 
cannot be understood among the different groups.  
For the second mode, there is another significant issue about students’ further study 
opportunities. This mode provides education in ethnic minority language, but only a few 
districts are providing the tertiary education entrance exam in ethnic minority language for 
students. Such students have even fewer choices of majors in tertiary institutions. Therefore, 
rGyalrong students are faced more challenges in taking the second mode of bilingual 
education as many problems remain in its implementation and students have few 
opportunities for further study.  
4.2.3. Issues for learners 
 Participants also pointed out several issues related to learners, the students in 
rGyalrong schools. These issues were grouped into four categories (see Table 11: Issues for 
Learners). They are insufficient English knowledge base, difficulties with the medium of 
instruction, low motivation for learning English, and poor learning outcomes. 
Table 11: Issues for Learners 
 
 
4.2.3.1. Insufficient English knowledge base 
All participants from junior and senior secondary schools pointed out that rGyalrong 
students have a very weak English language knowledge base. This issue mainly refers to 
students’ English proficiency and English subject matter knowledge. The participants 
mentioned this point many times when they responded to various questions. They used ‘poor’, 
‘weak’, ‘inadequate’, ‘low’, and ‘deficient’ to refer to students’ English knowledge base. These 
terms and their frequency for describing English language knowledge can be seen in Figure 17: 
Words Frequency for Describing Students’ English Knowledge Base. Participants pointed out that 
most students had not been offered English as part of the curriculum before attending junior 
secondary schools, and senior secondary students have not studied hard during junior 
secondary schools.  
Issues for learners 
 
 
Insufficient English knowledge base 
Difficulties with the medium of instruction 
Low motivation for learning English 
Poor learning outcomes 
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Figure 17: Words Frequency for Describing Students’ English Knowledge Base 
 
In addition, it is important here to note the reason some teachers said their English 
proficiency become worse after teaching rGyalrong students, that is, the English that teachers 
learned at school and their English proficiency is much higher than the textbook content and 
rGyalrong students’ English knowledge base and proficiency, so they lower the level of English 
they use. For example, P4 described this situation (P4, IL 41-45 and 56-59, in section 4.2.1.4. 
Decreasing teachers’ English proficiency). 
4.2.3.2. Difficulties with the medium of instruction (MOI)  
According to data, there are two kinds of issues with the MOI in ELT in rGyalrong educational 
settings. One critical problem is that Mandarin, as the main instructional language, has not 
been mastered and understood well by ethnic minority students. Participants pointed out 
current rGyalrong students could understand Mandarin better than students in the past, but 
nevertheless, there are still some students, especially from pastoral areas in the remote 
countryside, who cannot understand Mandarin well, and some teachers cannot speak 
rGyalrong, for example, P7: 
I cannot speak rGyalrong language. Sometimes I really don’t know what I can do (to 
make them understand) (sigh and laugh). Some students even could not write their own 
names or full names in Chinese.  Here we normally speak and write in Chinese. …… It is 
entirely possible. Some students had learned and used rGyalrong at home since they 
were born so it is their mother tongue. Then they leant Chinese during primary school 
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and Chinese is their foreign language. Thus, English is their second foreign language. …… 
They have special situations that they are used to speaking in rGyalrong so they have 
difficulties in learning Chinese. There was an rGyalrong kid who is from pastoral areas 
and speak rGyalrong.  He cannot identify uncle and aunt.  He called me uncle though he 
was 5 years old already. (P7, IL 195-205) 
According to geographical origin and local cultural environment, some parents can 
hardly speak Chinese and almost all students speak their own language at home. Some 
students, especially those from pastoral areas, are even embarrassed speaking Mandarin as 
it is a foreign language for them, and they have different accents influenced by their mother 
tongue. In other remote and rural parts of China, some Han students cannot speak Mandarin 
when the begin schooling, but their mother tongue is a dialect of Chinese, so it is much easier 
for them to learn Mandarin.  
Mandarin is lingua franca in China and designated instructional language (see section 
1.2). The government also made and implemented a series of policies to promote Mandarin 
as the common language, therefore, some researchers claimed that there seems to be a 
“direct conflict” (J. Lin, 1997, p. 197) between policies of promoting Mandarin and 
implementing bilingual or trilingual education. However, it could be argued that the 
relationship is complementary rather than in conflict, because bilingual and trilingual 
education in China aims to be more like a ‘bridge’ for local students to transfer from ethnic 
minority speakers to Mandarin speakers. It seems like a measure to facilitate Mandarin 
learning, but bilingual or trilingual education aims to facilitate and improve the learning of 
ethnic minority students, especially those who have never gotten in touch with Mandarin 
before, to encourage more and more ethnic minority students to attend government schools 
rather than stay at home or go to traditional religious schools.  
However, bilingual and trilingual education normally has been implemented in the 
fundamental early years of education, mainly in primary schools.  With the process of learning 
Mandarin, promoting Mandarin, and using Mandarin as the main instructional language and 
communication language at primary schools, bilingual education in secondary schools  using 
minority language as the MOI has tended to be become a thing of the past, and Mandarin has 
gradually become the only instruction medium at schools. 
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Another issue with MOI is that students are not sufficiently proficient to accept English 
as the main or only MOI of ELT. For ELT, English is currently advocated as the MOI in rGyalrong 
areas, however participants reported that their students have a big problem with accepting 
and following classroom teaching that employed English as the MOI, for instance: 
ELT is not very good in whole DB County. It is impossible to take English as the only 
MOI in ELT.  If we used English as the only MOI or not depends on students. …… it 
needs to be adjusted gradually. Use Mandarin as the MOI at the beginning, then 
teach some English instruction students gradually……we stopped several times to 
translate some instructions, which students cannot understand, into Mandarin at 
the beginning we started using QZ teaching videos. (P9, IL 70-75) 
Specifically, this issue has two aspects, depending on the level of students. One is that 
English and Mandarin have to be used together as the MOI when teaching English, and the 
other is that students could not accept and understand English as MOI at all. Those two 
aspects of the issue were discussed in section 4.2.1.4. Decreasing teachers’ English proficiency. 
4.2.3.3. The low motivation for learning English 
Participants indicated that students have little or no motivation to learn English. First, 
participants reported that primary school teachers complained their students are lazy or do 
not want to learn English. For instance, P7 said: 
They (primary school teachers) are also annoyed that the students are too lazy to 
study and waste time.  I indeed agree with them. (P7, IL 210-211) 
Thus, this causes problems for ELT in secondary schools, because current textbooks and 
teaching videos of Cloud Class and Recorded Class (counterpart assistance programs) assume 
that all primary students received English education to some extent. It is indeed correct in 
urban schools, but in rural areas like rGyalrong areas, primary schools lack English language 
teachers and even if they have one for each school, the teachers are poorly qualified or not 
qualified at all. Moreover, as English is not included in the entrance exams for secondary 
schools, students do not pay much attention to learning English. For instance, P9 reported 
that: 
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But primary schools here seldom have English classes and most the primary student 
have not learned English. Students enrolled this year have learned some English. 
Yeah, primary schools now offer English courses by ones and twos. But it is different 
from one school to another. (P9, IL 100-104) 
Participants told how, when students begin secondary school, teachers usd a couple of 
weeks to learn the first three preparatory units about reviewing fundamental knowledge that 
starts with the alphabet, and in the beginning, students show some interest in it. However, 
once they come to formal units, participants observed that students easily lost their interest, 
because it becomes boring to learn grammar and remember vocabulary and sentences. For 
instance, P9 commented: 
Actually, our students have no prior English knowledge. So we started to teach with 
ABC. They are kind of interested in English at the beginning when they learned the 
first three preparatory units. They babbled excitedly in class. But currently, the 
curriculum for grade one in the junior secondary is so “steep”. After three 
preparatory units, the fourth unit which is the first formal unit starts to involve 
grammar right away, such as pronoun, personal pronouns, possessive pronouns of 
adjectives and nouns, nominative-accusative patterns, etc. Then they get confused 
and gradually begin to lose their interests in English learning. (P9, IL 110-117) 
Moreover, students have little interest in learning English, as they cannot easily keep 
up with the teaching in progress. On one hand, students from Webcasting Real-Time Classes 
(hereinafter WRTC), Cloud Class (hereinafter CC) and Recorded Class (hereinafter RC) 
gradually lose interest in it as they cannot keep up the teaching progress of QZ school. On the 
other hand, students of normal classes and Tibetan-Plus classes, who have little prior English 
knowledge and low study performance, cannot catch up to the standard expected in junior 
secondary school. They gradually fall behind and lose interest. For instance, P10 commented: 
Students, who have already fallen behind in the first grade, now don’t want to 
learn anymore.  I even teach and say several times in their ears, they also don’t 
listen to me. I think if students really don’t want to learn, even I push them hard, 
it is useless, I guess. Push can work for some students but for some, it is definitely 
useless. (P10, IL100-104)  
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Furthermore, there is another vital reason why students have low motivation in learning 
English is that they do not have a clear purpose for learning English, or they even have a 
prejudice against it. English is alien to them, and it is not like Chinese or Maths that they could 
use in daily life. In addition, unlike their counterparts in urban schools, they never think about 
and have little possibility of studying abroad, so they hold very vague ideas about the purpose 
of learning English. For example, P4 commented that: 
Also, they (students) study here, both students and parents have a prejudice 
against English, they think there is no difference to learn or not to learn English. 
(P4, IL 322-324) 
4.2.3.4. Poor learning outcomes 
Participants reported that students’ learning outcomes are very poor. Like almost all 
teachers in China, participants indicated that their instructional philosophy is exam-oriented 
teaching. Therefore, they equate learning outcomes with exam scores. They expect their 
students to get high scores in examinations, for instance, P9, a teacher of WRTC classes, 
mentioned students’ learning outcome became better since they have started to be a WRTC 
class. Moreover, she equalled better outcomes with higher exam scores: 
Since we have started to use QZ teachers’ teaching videos and teaching resources 
students got higher score in English tests. And they have strict requirements for 
memorizing and dictation. We followed their ways and I found that my students 
have harvested. The average score of my students is 110 out of 150, which achieves 
the passing grade. For example, my previous WRTC students, who were creamed 
off when they were enrolled, then got one hundred and ten odd for the average 
score. (P9, IL 120-126) 
 However, most participants reported that learning outcomes do not meet with 
instructional objectives and instructors’ expectations. In the survey, all participants 
responded to Q5 and Q6 with expressions describing the results of teaching and learning 
outcomes as ‘poor’, ‘unsatisfactory’, ‘is far from expectation’, or ‘remaining many problems’. 
They stressed that they felt unable to help students achieve, and even if they repeated the 
same content several times, the students’ performance is still poor, as P6 and P1, for instance, 
reported: 
  
162 
 
Most students can follow teachers in class, but after classes, except assignment 
they hardly review, so teaching result is not efficient. Those who cannot follow the 
teacher haves a worse situation. The result is the same no matter they learn or 
not. They just guess, try and take a chance in exams. (P6, IL 80-83) 
I don’t know maybe my pedagogy and instruction remain problems. Many 
knowledge points I repeated several times, but they also made mistakes in 
practices and exams. The teaching effect is so poor, and their performance is poor. 
(P1, IL62-64) 
4.3. Research question two: In what ways do rGyalrong secondary English language 
teachers overcome/counter these difficulties? 
In response to Research Question Two, the approaches that participants used to 
overcome the problematics (described in section 4.2), are depicted and discussed in this 
section. Data suggested that there are three categories of approaches, which are PD, practice, 
and research. They are detailed in the following sections. 
4.3.1. Through PD 
According to participants’ conceptions of PD, described in section 4.2.1.2.2. Problems of 
other PD programs, they often did not see the activities they attended and the general ways 
they used to solve problems in teaching as PD. For example, when they were asked what kind 
of PD they had taken part in before, they just referred to two or three examples. Therefore, 
when implementing the strategy of the semi-structured interview (see in section 3.5.2. Semi-
structured interview), without mentioning PD explicitly, some other subordinates or alternative 
concepts were introduced. When they were asked how they solve problems, or how they 
improve themselves, or what kind of trainings they participated in, participation in more PD 
programs was uncovered.  Therefore, in this section, all PD activities they attended, and they 
mentioned, directly or indirectly, are gathered together. Moreover, all of them are 
categorized into different groups according to their organizations and forms.  
4.3.1.2. Forms of PD 
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As discussed in section 4.2.1.2.2. Problems of other PD programs, participants’ conceptions 
of PD are limited and not clearly established. Therefore, in the survey, they did not list many 
PD activities that they attended. In the interview, when the question was expanded, and the 
term PD replaced with some subordinate concepts, more instances of PD they took part in 
were collected. It can be described in two categories, longitudinal and horizontal. 
4.3.1.2.1. Longitudinal/Conventional (Top-down) PD 
As introduced in section 2.5.3.1, longitudinal PD refers to conventional and top-down 
PD. It is normally driven by professional or regulatory bodies. According to participants’ 
responses, they experienced several kinds of longitudinal PD.  
4.3.1.2.1.1. Induction programs for new teachers 
The induction program is a bridge for teachers to transfer from novice teachers to 
professional teachers (Sprinthall et al., 1996). According to participants’ responses, some of 
them experienced certain forms of induction programs. As mentioned in section 4.2.1.2.1. 
Limited teacher induction programs, six teachers experienced pre-service induction training. In 
the past decade, pre-service induction training become mandatory, that is, it is required by 
the educational department (see section 4.2.1.2.1. Limited teacher induction programs). Six 
participants who started to work during these ten years joined the prefecture-wide preservice 
training. It is short and for all subject teachers together, so it is mainly about pedagogy. They 
have contradictory attitudes to it.  On the one side, they expressed that it is useful because it 
transmits some pedagogical knowledge: 
Yes, I think pre-service training (induction) is useful. I learned a lot from it, mainly 
about how to teach and teacher education. (P6, IL100-101) 
But for the profession of teacher, it (pre-service training/induction) is very useful.  
Because they teach stick figure, three writings (pen writing, chalk writing, and 
Chinese brush writing-calligraphy).  I am very weak in that stuff. (P10, IL120-122) 
I am very weak in them, though I learned some in DITE. Also, it (pre-service 
training/induction) offered some psychological courses.  So it (pre-service training) 
is very useful and beneficial for teachers. (p10, IL 125-127)  
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On the other hand, they criticized it because of the reasons that are described in section 
4.2.1.2.1. Limited teacher induction programs. 
Apart from a short induction, pre-service training participants only experienced a simple 
orientation, such as registration, assignment to lodging, and introduction to other colleagues. 
Some participants mentioned lesson observation as an induction program, but as discussed 
at the beginning of this section 4.3.1.2.1.1. Induction programs for new teachers, novice teachers 
were encouraged to observe other teachers’ classes, but no specific guidelines or 
arrangements were put in place, so it is normally merged to lesson observation of TRG. 
4.3.1.2.1.2. Teaching and Research Group (TRG) 
As introduced in section 2.5.2. Professional development in school education, TRG is the 
most popular and grassroots organization of teachers in China. It could be taken as a 
professional learning community. According to participants’ responses, TRG is a mandatory 
program that schools require all teachers to attend. The frequency is a little bit different 
among schools. Some schools run it once per week and some twice or three times per month, 
and each session takes up two classes’ time. The specific time is decided by the school and 
group leader. Moreover, normally each subject runs it at different times in order to maintain 
a normal teaching schedule. As the subject teachers are not huge in number, all English 
language teachers attend TRG together without grouping by teaching grades.   
TRG aims to conduct communication and discussion among teachers of the same 
subject. The content of TRG is varied and could be grouped into seven main activities. One is 
to provide induction programs for novice teachers. It should be noted that to a large extent 
TRG undertakes the duty of induction programs for new teachers. New teachers are 
introduced to all teachers from the same TRG as they are the closest colleagues in teaching 
and share one office. In addition, the TRG leader assigns new teachers to observe some 
experienced teachers’ lessons.  Therefore, TRG becomes the main support for novice teachers 
to adjust themselves to a new school and job.  However, such lesson observation is not the 
authentic induction program as novice teachers are not observing lessons for some time 
before they commence teaching. They start to teach immediately once they are registered 
because schools are faced with a shortage of teachers and have no requirement for induction 
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programs. Therefore, lesson observation is normally undertaken with all other teachers, as it 
is a part of TRG activities. For example, P10 reported that: 
Yes, new teachers listen to other experienced teachers’ lesson teaching. But it is not 
like listening to lessons first then teaching, I started to teach directly when I came 
to this school. …… it is like half mandatory half spontaneous to go to listen and 
observe others’ lessons. …… our TRG will assign the presenters and then I just go to 
observe. Normally all teachers need to present. (P10, IL 136-140) 
The second activity is lesson-observation and evaluation. Each teacher is required to 
give a lesson presentation and other teachers observe and then evaluate it. Some schools 
have all teachers take turns giving a lesson in one semester and some schools assign some 
teachers to do it in each semester. For example, P 5 reported: 
Yes, normally one teacher every two weeks. (P5, IL 60) 
Yes, I did too. Almost every teacher will give one lesson each semester. (P5, IL 63) 
While P4 reported: 
It depends on TRG (leader and teachers), TRG decides, manages and assigns 
teachers who are going to give lectures in each term. (P4, IL 234-244) 
Once the group decides the teachers who will give lessons, one of the presenters’ 
normal lesson teaching classes will be chosen to be an open class. Then all the teachers try to 
make time to go to listen and observe. In the next TRG activity, presenters give a summary of 
lesson presentation and other teachers give comments. This is the main and popular content 
of TRG because the lesson observer could learn some good ideas and methods from the 
presenters and lesson presenters can receive some comments and suggestions, such as point 
out what presenters did very well and what could be improved. For example, P8 commented: 
It is about lesson-observation and then evaluating the lessons. Normally some 
comments, like disadvantages, advantages, something worth learning, suggestions, 
and some other stuff. (P8, IL 200-202) 
The third TRG activity is analysing textbooks, discussing different parts of the English 
test, and summarizing tests. Analysing textbooks is a key content as it facilitates planning and 
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focuses on the key and difficult points. Especially, when there is a reform of teaching material, 
analysing the textbook is a vital way to deal with and adjust to the changes. Moreover, some 
TRG activities are used to discuss the types of tests. Each activity discusses one type of test, 
such as the aims, types and strategies of reading, writing, listening, and the cloze test, for 
example: 
We discussed the question types in the English test every time. For instance, if we 
discussed reading comprehension this time, we may discuss the cloze test the next 
time. (P3, IL 160-162) 
Moreover, after each key exam, teachers summarize the exams and students’ performance.  
The fourth activity is discussion of problems teachers met in their teaching practices 
and students’ affairs. They reported that TRG activity is a good chance to meet all the teachers 
and consult about some questions met in daily teaching. Problems involve not only the 
challenges of instruction but also the issues of student management and classroom 
management, as P2 explained: 
Also, sometimes we expand to other things, such as what problems are existing in 
each class, how to solve the exact problem, such things are mentioned too. Every 
teacher gives his/her ideas. (P2, IL 151-153) 
This kind of activity not only offers opportunities to novice teachers to consult with seasoned 
teachers about any confusion they have, but also questions addressed by seasoned teachers 
could prevent novice teachers from mistakes.  For example, for the question, ‘so did you come 
up with these solutions for that issue by yourself or?’, P2 responded: 
When we are having TRG activities, higher grade teachers, like grade 8 and 9, and 
teacher X (the TRG leader), then are experienced teachers, they will tell and teach 
me how to do it. That’s a little better. (P2, IL 160-162) 
Then, describing the content of TRG activities, she added: 
In TRG, when teachers get together, we will ask questions. Also, when we 
mentioned some point, teachers will give their confusion. Actually, I cannot address 
many questions. But I will listen to the old teachers, not old, I mean teachers more 
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experienced than me, when they addressed, I found I am also confused about it. 
Something like that.  
The fifth TRG activity is to inform teachers of recent arrangements and plans. TRG, as 
the central organization of teachers of the same subject, also takes responsibility for 
strengthening group cohesion and running and promoting routine teaching activities. 
Therefore, it is also a key platform for information sharing, such as teaching plans, public 
holidays, and teacher transfers, to name a few.  
The sixth activity involves the TRG as a grassroots organization for school management. 
Normally, a TRG is a basic level branch of the school Chinese communist party, so it is taken 
as a venue to learn political documents or watch some key political conferences required by 
upper-level educational departments and schools.  
The last type of TRG activity is Team Building. TRG is basically an organization of 
teachers of each subject so they implement some Team Building activities that, according to 
the finance and time limitation, normally involves teachers eating out or having a short trip 
together. However, because of the anti-corruption campaign, Team Building activities are 
stopped.  
TRG is like a union of teachers who teach the same subject. It provides a platform for 
discussion and communication among colleagues and collective brainstorming. As there are 
not many effective PD programs and supports, it is very popular among teachers. Without 
effective induction programs, novice teachers especially rely on TRG to adjust themselves into 
new places and jobs and improve themselves.  
4.3.1.2.1.3. Counterpart Assistance Programs 
Counterpart Assistance Programs (hereinafter CAP) aim to facilitate communication 
between urban teachers and rural teachers to let rural students share high-quality 
educational resources. CAP for the participants’ schools is a cooperation between a QZ 
secondary school in a city and secondary schools in Ganzi prefecture. There are four main 
types of assistance.  
One is Future Class (hereinafter FC) observation and training. Several teachers in Ganzi 
prefecture who are going to teach Cloud Class (described in the latter part of this section) are 
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invited to QZ secondary school to observe the FC. FC mainly refers to teaching and learning 
delivered through electronic equipment and the internet. Three participants reported that 
they went to QZ secondary school to observe FC. Moreover, they also received some training 
for implementing FC. Participants reported that they really enjoyed this program and were 
impressed by their experience of this kind of teaching mode. In addition, they explained that 
they were impressed by the QZ students’ performance, including their English proficiency and 
study abilities.  This is a way to train local teachers for implementing FC and a chance for local 
teachers to learn from QZ teachers. They reported that through observation and training they 
learned the way to implement FC, however, they did not value it as a good PD program for 
improving themselves. They explained that they felt very disappointed when they came back 
to their own schools because of a shortage of high-quality teaching equipment and poor 
performance of their students, as P7 explained: 
After I observed their classes, I found their students are so different from ours 
(laugh). I was really impressed by their teaching. Indeed, I was so impressed. I 
thought, (sigh), when my students could reach this level. But the gap is so huge. 
For example, their students’ pronunciation and intonation are so good when they 
read or communicate. Not like my students, you may know it, students here 
always trail the pronunciation (laugh), which makes listeners sleepy. (P7, IL 160-
165) 
 The second CAP is the online English teaching salon. QZ teachers hold a salon of ELT 
online joined by all teachers from counterpart schools of QZ distance education. QZ English 
language teachers discuss some issues related to ELT and share their experiences with all 
teachers online. Then counterpart school teachers can raise questions and consult with QZ 
teachers.  
The third CAP is ‘one-to-many’ lesson preparation and analysis. It is only for senior 
secondary school teachers. ‘One’ refers to one QZ teacher from each grade and ‘many’ refers 
to all teachers from that grade of all counterpart schools. The QZ teacher teaches online and 
the viewing teachers can bring forward opinions via typing messages in the chatting box under 
the video window. In a one class hour (45 minutes) each week the QZ teacher explains the 
teaching plan and content of the next week. Moreover, if last week students took a test, then 
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the QZ teacher simply discusses out some key points of this test and explains the QZ students’ 
performance in the test. Under the video window, all teachers can raise questions and 
communicate with each other through typed messages.  
This program is criticised by participants, as, although it is called one-to-many lesson 
preparation, it does not really show how they prepare the lesson, and only a general 
introduction about the teaching plan for next week is provided. Therefore, participants are a 
little disappointed with it. What they expect is the detailed process of lesson preparation 
because QZ secondary school has a lesson preparation group and an examination design 
group that are very professional and high quality. Therefore, participants expect them to 
show the whole process so they can learn about deep and comprehensive principles of lesson 
preparation, for example, how and why they prepare lessons of this week, what the key points 
of lessons of this week are, and how they will teach it. The general introduction of lesson 
preparation seems not very effective for participants as they claimed they are equipped only 
with the basic ability of lesson preparation. Moreover, the introduction of the outline of key 
points is not effective for the participants’ students, as QZ students can easily understand and 
draw inferences, but participants’ students cannot. In addition, as the time is limited and one 
QZ teacher faces so many teachers, normally there is no time and opportunity for every 
teacher to ask questions, so most of the time they just listen.  
The fourth CAP is distance education (see distance education in section 2.5.2. 
Professional development in school education). Distance education participants mentioned that 
they have experienced three types. They are Webcasting Real-Time Classes (hereinafter 
WRTC), Cloud Class (hereinafter CC), which also called Future Class (hereinafter FC), and 
Recorded Class (hereinafter RC). There is a difference in performance and ability between 
local students and QZ students, and so to try to make sure local students can catch up with 
the QZ teaching, distance education is provided for students who got higher score in primary 
or junior secondary school graduation exams and are enrolled in the better classes. For 
example, WRTC is only for senior secondary schools, and each grade has one WRTC that 
recruits students who received a higher score in junior secondary school graduation exams. 
CC and RC are for junior secondary schools and each grade has one CC and one RC. CCs are 
the best classes that recruit the top students, and RCs recruit the second level students who 
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received a higher score in primary graduation exams than other students who are then 
allocated to normal classes and Tibetan-plus classes’ students.  
Specifically, WRTC uses information technology (IT) to provide authentic, real-time and 
rich learning for local students. In detail, QZ teachers are videoed while teaching in their 
classrooms and watched by counterparts’ school teachers and students in real-time. This kind 
of class is criticised by the participants because during the ‘one-to-many’ lesson preparation 
and analysis, the QZ teacher only mentioned the general plan and now the teaching is in real 
time, so they have no time to prepare some materials for supporting students. For example, 
P4 commented: 
Yes, like RC in junior secondary schools, we have WRTC too (in Chinese both WRTC 
AND RC called wangban, 网班 ), but no CC. There is an essential difference 
between WRTC and RC. RC for junior secondary schools is recorded which allows 
teachers to have time to be well prepared with material and strategies, while 
WRTC is in real time, we have to follow QZ teachers’ teaching schedule. And after 
my class, there will be WRTC for other subjects, like Physics or others, so no time 
to explain or add more information…… So senior secondary school teachers are 
facing bigger problems than junior secondary school teachers in teaching 
practices. I teach WRTC, (laugh) we faced such problems. (P4, IL 117-125) 
In CCs, teachers and students should all have tablet computers as this mode is supposed 
to be implemented by local teachers watching recorded QZ teaching videos before classes, 
and then showing the  QZ teachers’ presentation slides on the tablets while they teach based 
on the video, slides and local students’ situation. However, most participants reported that 
they simply play the QZ teachers’ teaching video to students on tablets, and explain or add 
some information when students cannot catch up. Participants reported that within CCs they 
can send assignments to students via the internet, the students can complete it, and teachers 
can give feedback shown on the tablets in real time. For example, P8 reported, 
Another point is, there is a different interaction way between students and 
teachers in CC. For example, I could send a question via tablet, or when I teach an 
article, I could raise some questions to refer to this article. And then I could 
immediately send questions and show on students’ tablet, students could answer 
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it immediately. Also, I could receive their answers in real time on my tablet and 
give feedback. This could not be realised in RC. (P8, IL 210-215) 
Recorded Classes share teaching material with CCs. It includes supplementary teaching 
resources and the recorded teaching videos that are sent periodically to all counterpart 
schools of the QZ secondary school. However, teachers of RCs play those videos via a 
projector and all students watch and learn together.  
Distance education is popular among participants because, as mentioned, QZ teachers 
prepare lessons collectively so the teaching slides and practices have the wisdom of whole 
groups and participants feel the lessons are better than any prepared by local teachers, and 
especially much better than any prepared by an individual local teacher. Thus, they reported 
that they learned a lot from distance education: 
Yes, of course. QZ teachers collectively prepared lessons so that their 
presentations and teaching materials were outcomes of teamwork of the teaching 
and research group. Lessons prepared by them are much more comprehensive 
and ideal than those prepared by us respectively. We’ve learned a lot from their 
presentations. (P8, IL 226-230) 
Moreover, as mentioned earlier, English-only has been advocated as the instructional 
language for ELT, and distance education also benefits participants as an opportunity to learn 
classroom English and instructional expressions: 
And I always watch QZ teachers’ teaching videos. It was quite rewarding for me. 
Unless it facilitates me to use English as the instructional language. If there is no 
QZ teaching video to follow, I don’t know how to give instructions in English when 
I am required to conduct ELT in English. (P9, IL 160-163) 
Participants also use phrases like ‘very useful’, ‘so good’, and ‘good cohesion’ to comment on 
teaching methods and materials of QZ teachers. 
Distance education is more popular among novice teachers. Novice teachers are not 
prepared well for teaching, as discussed earlier, so when they are assigned to teach those 
kinds of classes, they just play the videos or copy QZ teachers’ teaching practices. During the 
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process, they can learn how to teach and adjust to the demands of their new profession and 
improve themselves, as P5 explained:  
At the beginning (when she came to this school), I mean the first three years I 
taught WRTC, and just follow QZ teaching video. So I learned a lot from them, 
much knowledge, knowledge related to my major, leant a lot indeed. Then I just 
use their videos and ways to teach my students. (P5, IL 80-83) 
However, not all participants teach those three kinds of classes, so CAP is not as useful 
an option or opportunity for PD. They reported that they have cannot join the FC observation 
and training program and ‘one-to-many’ lesson preparation and analysis, as they are not 
teaching FC, WRTC and RC.  They can join the online English teaching salon and watch 
recorded teaching videos for CC and RC, but they did not report doing that often. What and 
how QZ teachers teach is not appropriate for their students of normal classes and Tibetan-
plus classes because it is too hard for them to understand and catch up on it. These are the 
students who are not accepted into WRTC, FC and RC, and are assigned to normal and 
Tibetan-plus classes, those with higher scores in entrance exams assigned to normal classes 
and those with the lowest assigned to Tibetan-plus classes.  
Students enrolled in Tibetan-plus classes are normally from pastoral areas, and usually 
had low performance in primary schools because of medium of instruction problems (see 
section 4.2.3.2. Difficulties with the medium of instruction (MOI) and poor-quality teaching and 
educational resources. Therefore, classes that teach local language, like a course called 
Tibetan, are comprised of students whose performance has been low. Therefore, it is harder 
for students in Tibetan-plus classes to understand and catch up with QZ teachers’ teaching 
videos. Some students from pastoral areas have not learned English at all during their primary 
schooling and therefore, teachers of those two classes have other teaching priorities and little 
motivation to seek learning and improvement learn from CAP videos and activities as they 
feel it cannot be applied in their teaching practices.  
4.3.1.2.1.4. Lectures and trainings 
Participants reported that they attended some online and face-to-face lectures and 
training. On the basis of content, they are classified into two groups, lectures and training 
focused on ELT, and those not directly related to ELT. According to responses of all 
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participants in the interview, they actually experienced many instances of online trainings 
even though some of them could not remember them and did not mention them in the survey. 
This is because most of the online training is mandatory and prerequisite for professional title 
application, but not closely related to their teaching practices. Therefore, they just took them 
as mandatory work, did not pay much attention to it, and finish them perfunctorily. For 
example, P10 was asked why she did not mention the online training in the survey: 
That online training, I cannot remember the name of it. ……They are required by 
the school, teacher professional ethics or psychology, something like that. 
Actually, I did not listen to it, so I totally I have no idea about it. I just played the 
video, took the exam when finish playing all the videos. (P10, IL 150-153) 
These trainings are mainly about Information Technology, teachers’ professional ethics, 
and teachers’ professional psychological health, to name a few. Participants admitted that 
some of those trainings are useful, for example, P8 commented: 
It is useful if you take it carefully. I have chosen a class about health. After learning, 
I followed the tips mentioned in that lesson to keep healthy and did some 
gymnastic exercised. It is helpful. (P8, IL 240-242) 
However, because of their heavy workloads and the mandatory requirement, 
participants hardly pay attention to them and just chose a lesson, then played the video to 
fulfil the requirement: 
But most of the time I did not take lessons seriously. I just play the video and not 
listen to it carefully. Like other teachers, the purpose of taking this training is to 
finish the required amount of lessons, then take the exam and gain the certificates. 
(P8, IL 260-262) 
Moreover, this is also because the training is not directly related to ELT and could not 
be applied in their teaching practices. For example, P2 reported that: 
The basic information technology that we use in daily teaching was learned. So I 
basically mastered what I need in teaching. So this training seems like not very 
useful. Most stuff mentioned in that training actually is not used in my daily 
teaching. I think. …… I leant some at the beginning, very practical, but I did not 
  
174 
 
want and did not like to learn it. I know the ones I need in daily teaching. But I am 
not willing to spend time to learn deeper ones which I do not use in daily teaching. 
(P2, IL 170-175) 
Moreover, according to participants’ responses, because a mandatory quota of online training 
must be completed every year, their dislike of it is even more aroused.  
Lectures and training focused on ELT are few. One Hour per Day is a program that 
focuses on ELT that all participants mentioned. It is implemented by educational departments 
and KB College, which is the only college in Ganzi prefecture.  It actually does not mean one-
hour training for every day, but one hour for each week for each subject. All teachers of each 
subject in each school are required to gather in one room that has a surveillance camera and 
is under remote networked monitoring by the upper-level educational department; teachers’ 
attendance and involvement are checked by synchronous video and photographs, which are 
submitted to educational departments. This program aims to improve teachers’ English 
proficiency and ELT capacity. The program invites both experts from outside the prefecture 
and excellent local teachers to give lectures about ELT. Each hour involves one lecturer giving 
a lesson about a grammatical knowledge point, for example, ‘there is/are’ sentence pattern, 
the definition, and how to use it.  
However, One Hour per Day was criticised by most participants. The most important 
reason is that they reported that they could not learn new and significant knowledge from 
the program. For instance, in the opinion of P8: 
At the most time, we are very clear that we could learn nothing new. In fact, this 
is the key point that you aren’t interested in learning if you could not learn 
something new. (P8, IL 272-274) 
It only transferred some general English knowledge, which most teachers have already 
mastered, rather than expanding their understanding or developing new knowledge, as P9 
commented: 
Yes, I attended it. But tell you what, it is not very useful. The local lecturer they 
just taught like, em, like grammar, such as there be sentence pattern or other 
grammar. Such stuff, as a teacher, anyway, I think, also others have the same ideas 
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that, as an English language teacher, you can hardly give lessons to students 
without knowing such general grammar. They just taught some very basic and 
fundamental ones, like definition, and then its usage 1, 2, 3, etc. And some 
lecturers just downloaded from websites and taught. (P9, IL 145-151) 
In addition, P4 (P4, IL 451-457, see below) reported that the program gathers all 
teachers in a room and aims to let them understand ‘subject-predicate consistency’ rather 
than broaden their knowledge. Moreover, other participants also use ‘make little sense, 
‘slight significance’, and ‘not very meaningful’ to evaluate this program. For P3 and P4, 
especially, as senior secondary school teachers, it seems to have little value, as most lecturers 
are junior secondary school teachers, as P4 explained, 
It was not very meaningful, and I didn’t have the desire to listen. I think it is 
unnecessary that senior secondary teachers attend lectures given by junior 
secondary teachers. For example, the lecturer, the junior secondary teacher 
taught “subject-predicate consistency” to senior secondary teachers. It is 
unnecessary and meaningless. And junior secondary English language teachers 
pay much attention to actual examples which is not the key point of ELT in senior 
secondary school. (P4, IL 451-457) 
Participants preferred more authentic lesson presentation lectures about how to teach 
each lesson to students. Moreover, it occupies some teachers’ class time and they have to 
change their teaching schedule as each subject has a prefecture-wide fixed time each week. 
Therefore, they just took part in it perfunctorily, as P8 explained:  
Later, everyone felt a headache and painful when One Hour per Day is mentioned. 
And we just took it as a task that we have to complete. …… all English language 
teachers should be in one room together to listen to it in that hour. If you have a 
class, you have to change it to another time. So it influences the teaching schedule 
if all have to be here. (P8, IL 280-284) 
Besides One Hour per Day, there are a few other instances of trainings related to ELT. 
Collaborative Teaching and Research program is also led by the KB College. As introduced in 
the section on field site, Danba has a relatively higher quality of education in Ganzi prefecture. 
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In addition, one of the participants’ schools has the best performance in ELT. Therefore, three 
English language teachers were chosen for leading the programs for the subject English. 
Participant 8, as one of those three teachers, is the leader of this project. Three teachers each 
presented one lesson to all English language teachers of Ganzi prefecture through KB College 
online education platform, and then all viewers commented on it. This program is closely 
related to ELT and intended to be an interactive session. As one of the presenters, P8 devoted 
much time and attention to preparation, and reported the experience to be a beneficial form 
of PD for her:  
Yes, I think, relatively, we can learn a lot from this one.  It is more practical and 
appropriate for local teachers and local education that all teachers in this 
prefecture collectively take part in this program, unlike that non-local teachers 
came to comment on our teaching, because they do not know our students and 
are not very familiar with our reality. In general, it is more feasible for local 
teachers to interact with each other. ……it tempered me to prepare and do things 
seriously. I think exchange with each other is not only involved in putting forward 
suggestions for this lecture, but also learning many ideas in the process of 
evaluation, and many new stuffs could be received. It is good, I would like to 
participate in it again if this program could keep conducting. (P8, IL 290-299) 
Moreover, participants also reported that the Collaborative Teaching and Research 
program is effective for them as recipients, because they could learn some practical 
knowledge: 
There was an online prefecture-wide Collaborative Teaching and Research 
program. I could not remember the specific time, so I wrote May only.  In 2015 M 
an online Teaching and Research group was held in secondary school and all 
teachers in Ganzi prefecture listened and watched it and then evaluate their 
lesson presentation. It is useful I think, I learned something from it.  (P5, IL 100-
104) 
However, as the presenter, P8 also reported that other teachers did not give any 
comments or suggestions, but only praise. Therefore, it did not meet her expectations and 
improve her comprehensively: 
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At the end of the Collaborative Teaching and Research program, I received 
unanimous favourable comments from everybody. Some teachers of KB College 
even praised me in the presence of our school principal when they came here. 
Anyway, there are not many sincerer opinions and suggestions I’ve received, and 
they always praise me a lot. In fact, I want to receive more suggestions.  You know 
however elaborately you prepared a lecture it may also have many shortcomings. 
But I have no idea why there are no comments and suggestions.  I should say that 
it has not achieved my expectations. Because listeners are all teachers in our 
prefecture, including some experts from KZ secondary school (the best secondary 
school in Ganzi prefecture) or KB College. And some representatives from each 
school were required to give comments. But they did not say anything. My 
expectation is that receiving more suggestions and some insufficient could be 
pointed out to improve myself. However, basically no such stuff and only endless 
praise. (P8, IL 305-318) 
Moreover, as participants reported such programs are only conducted once.  They have 
no idea about the reason for this, but P8 explained that:  
Such kind of program which is of large scale and required a lot of preparation and 
backup resources. Therefore, it was not easy to conduct once. For KB College they 
should invest a lot of effort, manpower and financial resources. (P8, IL 320-323). 
Not all teachers participate in other programs that focus on ELT. For example, one-
month short-term TESOL certificate training was only undertaken by P4. A two-week program 
of ELT in Ethnic Minority Schools was taken by one or two teachers from each school. 
Occasional curriculum or educational system reform training was normally taken by the 
leader of TRG. One-week trainings through observing high-quality classes of famous and 
excellent urban teachers have been taken by a few teachers. Those programs are scare and 
brief. Some participants struggle to remember even the PD that focuses on ELT, for example, 
P7 when asked to clarify the PD activities that she attended which are related to ELT, took a 
while to think and then responded: 
However, the most recent training related to my major, well, let me think, maybe 
the one in about 2012.  We attended a lecture given by a person invited by English 
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Weekly newspaper in KD (the capital county of their prefecture). This may be the 
most recent one focus on my major. (P7, IL 180-183) 
4.3.1.2.1.5. Visiting and exchange 
Visiting and exchange are ways to facilitate communication among schools, teachers, 
and students. There are two main ways of visiting. One is mutual visiting between urban and 
rural schools that facilitates communication between urban and rural teachers. It is a mutual 
activity, but it is mainly supposed to improve rural teachers, and there have been some 
opportunities for participants to visit some urban schools. One form of visiting is for teachers 
only and focuses on ELT. Participants reported that they had a few chances to visit some high-
quality schools, such as Chengdu No. 7 secondary school, or Secondary school of Qinghua 
University, which are definitely two of the best high schools in China. Normally, teachers who 
are seasoned and have good teaching results are chosen to visit, as the opportunities are 
limited. Participants reported that it is a good way to understand the differences between 
urban education and teachers and rural education and teachers. It indeed inspired local 
teachers to develop new and advanced teaching ideas and knowledge.  
However, participants also pointed out that the visiting time is too brief. They only 
observe one or two classes and no time for deep communication and learning. Moreover, as 
P4 reported, the differences between the two places are so great, their education mode is 
hard to apply to local schools: 
Actually, I can hardly give you some examples of training focus on English 
language teachers’ expertise or ELT. It is too few. Well, there was one, I attended 
a training on English for senior secondary schools in Secondary school of Qinghua 
University in this past October. Compare to how they teach, it is very difficult to 
implement their advanced ideas in schools in Tibetan areas. Because there is a 
huge gap between their teachers and us, their students and ours. (P4, IL 224-229) 
Mutual visiting can also involve both teachers and students. Normally, such visiting 
targets schools in coastal cities, and the specific plan is designed by upper level educational 
and other government departments. This kind of visiting is more like mutual cultural 
communication. It is a chance for local students to visit urban schools, experience urban 
school life, and broaden their outlooks: 
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It is mainly about “students pairing” (communication between local students and 
coastal students). We visited coastal schools and then held some activities for 
both sides’ students. .…… It is not about a certain subject and aimed mainly at 
understanding mutual culture. So it is a cultural understanding and 
communication program and not for a certain subject. (P8, IL 10-14) 
 In such a program, teachers are more like a supervisor to manage students during visiting.  
On the other hand, some urban teachers and experts have been invited to participants’ 
schools to visit and present lessons. Urban teachers came to teach a lesson to the local 
students and share their ways of teaching with the local teachers.  However, urban teachers 
are not familiar with the local educational situation, and urban teachers’ teaching mode 
seems ‘unreasonable’ for local schools. As P8 explained, the urban teachers assumed that 
local students have a very low level of education and designed and presented very simple 
lessons: 
It may be a problem that let foreign experts teach local ethnic minority students. 
They do not know how to teach. I think they could teach greatly in their urban 
schools, but they could hardly teach students here. …… sometimes when they 
came to present lessons, they assumed out students are very low level. So they 
design a very simple lesson. But our students (are better than what they assumed) 
(laugh). Moreover, their time management, teaching mode, and teaching pace 
are inappropriate and unreasonable. (P8, IL 20-26) 
Therefore, from both ways of visiting – local to urban and vice versa - participants actually 
have not received much useful information for solving local education problems and 
improving their practices. 
The second type of visiting is among teachers and schools within Danba County. 
Participants reported that there were some exchange activities among schools. Teachers 
went to other schools to listen to and observe teachers in their classrooms, and to 
communicate with their counterparts in these schools. Alternatively, rural teachers are 
assigned to schools in the county with the aim of rural teachers learning from and 
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communicating with county teachers. For example, as P1 explained, she was assigned to M 
Secondary School for one year, as it is the best in ELT in Ganzi prefecture: 
I have been to M secondary school to visit and communicate for one year. They 
did very well, their ELT and English language teachers are the best in Ganzi 
prefecture. …… one-year communication is a project that rural teachers go to 
county schools and learn from county teachers’ experiences. …… I also taught in 
that year. Actually, teaching is the best way to learn things. It is not very useful for 
only observing their classes. Practice by myself is a better way to learn. (P1, IL 81-
86) 
However, recently, those activities are seldom conducted, especially for senior 
secondary school as there is only one senior secondary school in Danba and other ones in 
Ganzi prefecture are a little bit far away, as P8 and P4 both explained: 
Our communication is limited to a small circle within this school, even not with 
other schools. In the past, we had conducted exchanges among schools and 
observe some classes. But now there are not anymore, even among schools. I 
have not visited other schools (in Danba county and Ganzi prefecture) for many 
years, just within this school. (P8, IL 35-39) 
About main activities, there is no communication, exchange and visiting among 
schools. Because there is only one senior secondary school in Danba county. So it 
is impossible for us to communicate, exchange or visit our counterparts in other 
senior secondary schools. (P4, IL 184-187) 
4.3.1.2.1.6. Teaching competition 
Teaching competitions are organized by the school for each subject. As it is also called 
youth teaching competition, all teachers under 40 years old (normally excluding new teachers) 
take part in the competition. Because competitors need to use English as the main medium 
of instruction, students from CCs and RCs who have higher English proficiency and can 
understand general English as the instructional language are usually selected as learners for 
the competitors’ classes. For equity, all judges are invited from outside schools. New teachers 
and teachers older than 40 years have to attend as audiences.  Each competitor gives a lesson 
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they have selected and they diligently and elaborately design the lesson they will present, and 
integrate new and innovative ideas into their teaching as far as possible. All the lessons are 
well prepared and therefore, competitors learned a lot from the process of preparation and 
competition.  
As audiences, both novice teachers and experienced teachers are very positive about 
the benefits of teaching competition. Participants reported that as novice teachers they 
learned a lot from competitors, such as how to design a lesson presentation, what are the key 
points, how to manage classroom teaching, to name a few, and as P6, for example, 
commented: 
I learned and accepted some stuff, such as the good points that my students could 
accept. Generally, every time when I listen and observe others’ lesson 
presentations, not only QZ secondary teachers’ teaching videos but also these 
teaching competitions, I learned a lot. Because of those, I feel better now. In the 
beginning, I even did not know the key points and difficult points, but now it is 
getting better (laugh). At that time my teaching is all in mess and nonsense, say 
anything what comes to my mind in class. After listen and observe others’ 
classroom teaching, I started to know how they design and present a lesson. (P6, 
IL 120-127) 
Participants reported that, as experienced teachers, the competitions are organized 
very well and they find competitors’ lesson presentations have many excellent points that 
they can learn a lot from them, especially some advanced and innovative ideas, ways of class 
design, to name a few.  
However, the teaching competitions are also criticised by participants. They reported 
that the lessons designed and presented for the competition are excellent, have interesting 
content, and merge new ideas and methods, but, for the purpose of competition, competitors 
used various ways to have an active classroom atmosphere, such as games, that do not fit 
every class. In P9’s opinion, for instance, explained students would not learn sufficient 
knowledge: 
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But I think teaching competition has a sense of the show. Actually, in my opinion, 
not all lessons presented in competition fit for actual teaching. Teaching 
competition has its purpose. If we really teach out classes in their ways, students 
could not learn many pieces of knowledge. Lessons for competition aims to 
achieve a lively class. Students are very vibrant when competitors teach. But you 
can find that the real and useful stuff is …… they used games. We used too but 
very few ones in real teaching practices. Therefore, I like to listen to their teaching 
and learn from it. But after the competition I found not every class could be taught 
as they did. In this way, it is a little bit like a show and students could limitedly 
learn from it. (P9, IL 30-38) 
4.3.1.2.2. Horizontal/Self-directed (Bottom-up) PD 
Participants expressed dissatisfaction with much longitudinal top down PD. Induction 
programs after starting work are not systematic (see section 4.2.1.2.1. Limited teacher induction 
programs) and opportunities for PD, especially sponsored ELT-oriented PD, are scare (see 
section 4.2.1.2.2. Problems of other PD programs and section 4.3.1.2.1. Longitudinal/Conventional 
(Top-down) PD).  Therefore, self-directed PD is more preferred among rural teachers, including 
the participants.    
4.3.1.2.2.1. Communication and consultation 
Communication and consultation among teachers are especially popular. Participants 
said that they normally ask and consult with their colleagues about problems they experience 
in their teaching practices. Those problems are not only about pedagogical problems, but also 
about issues such as student affairs and communication with parents: 
About the problems that I could not solve by myself? Well, for instance, when I 
met some problems in teaching, they may be similar to the problems met by other 
teachers, so we will communicate and discuss as we are from the same office and 
teaching the same subject. Or sometimes when I met some issues about students’ 
affair that I could not deal with it appropriately, I will ask for advice and help from 
other teachers including teachers of other subjects than ELT. So the main way is 
to ask, consult other teachers. (P7, IL 26-31) 
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Consultation among teachers happens both in and out of offices, because the number 
of teachers is small and in rural schools all teachers of one subject usually share one office. 
As their office environment is not as serious as urban schools or companies, teachers 
communicate with each other freely and casually.  Also, as all rural teachers live in the 
apartments in the school, they also communicate at their apartments, when they are walking, 
or on the playground when they are doing exercise. Communication and consultation also 
frequently happen in and overlaps with TRG activities. Moreover, as rGyalrong people are 
enthusiastic and outspoken, and schools are in somewhat isolated local communities, 
rGyalrong school teachers usually have close relationships.  
The content of their communication is various, for example, they talk about 
performance of students, key and difficult points in a certain unit, the issues they may not be 
able to deal with properly, to name a few. Moreover, as participant 8 reported, they could 
also discuss exams and students’ exam results when they are marking exam papers in offices: 
We usually communicate with each other in the office. For example, sometimes 
we talked about students, talked about knowledge points. Our conversation is 
made very casually, such as discussing key and difficult points or students’ 
feedback after an exam. We communicate and discuss casually when we are going 
over the exam papers. We indeed communicate and it is very casual. (P8, IL 48-
53) 
The mode of communication and consultation is very casual, especially when it happens 
outside the office. Participant 8 described how as teachers they just unconsciously and 
accidentally come to a problem or topic and then they just exchange ideas as they are chatting: 
For example, when we are walking in the playground, some teachers may 
occasionally mention some problems and then we exchange our views during 
walking. This could be considered as a PD. Sometimes on a problem, we just 
communicate like chatting to exchange ideas. We did such communicate a lot and 
frequently. It is not formal but just casual. (P8, IL 68-72) 
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Such communication and consultation are mutual between experienced teachers and 
novice teachers. Novice teachers, such as P5, consult seasoned teachers for problems they 
meet in their teaching practices and student management: 
Yes, we also have excellent teachers in our school. I found their teaching methods, 
developing students learning habits and some other stuff are very helpful. As a 
novice teacher, I am learning from them a lot. …… besides lesson observation, I 
communicate with and consult them after classes. (P5, IL 120-123) 
Seasoned teachers also consult novice teachers about some new ideas or ask for help with 
technology.  
Communication between teachers and students also benefits both parties. As 
participants reported, it is a vital way for fostering and strengthening good relationships 
between teachers and students. For students, they can express themselves and ask questions 
freely after classes, and for teachers, they can understand their learners more and address 
any students’ prejudice against English. It lays a solid foundation for improving students’ 
learning and facilitating teachers’ teaching practices. 
4.3.1.2.2.2. Practice and self-reflection 
Practicing and self-reflection is the most common way of PD among rGyalrong teachers. 
As discussed before, pre-service education is insufficient, induction programs and sponsored 
PD are scarce, and the participants solve problems and develop their professional capacities 
through their own teaching experiences, practices, and self-reflection. For example, in 
response to the question, ‘From the beginning of your teaching till now, what element is the 
most important and effective for helping you to become a seasoned teacher from a novice 
teacher?’, many participants responses echoed that of P9, that they become competent for 
teaching simply by continually learning through experience: 
Practice, I guess (laugh). Yes, it should be practice. In the process of teaching, you 
will encounter a lot of things, if you do not practice and experience it, you will not 
know how to do it, how to deal with it. So I think it is practice. Because during 
those many years I taught, on the one hand, I encountered issue of students’ 
management. On the other hand, I encountered the issues about teaching. Also, 
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sometimes I made some mistakes in teaching, such as errors in knowledge. Then 
later when you experienced enough and improve yourself in those situations, you 
will gradually find, aha …… and about students, you will encounter various 
students. So it should be practice, I think. Only you did and experienced a lot, you 
will gain. When you receive much useful information then your disadvantages and 
mistakes could be removed gradually. (P9, IL 200-210) 
4.3.1.2.2.3. Self-learning and further education/degree pursuing 
Independent self-learning and pursuing formal study of diplomas or degrees were 
mentioned by participants as ways of developing their professional capabilities. Participants 
reported some ways of self-learning, such as online learning about ELT, reading, speaking and 
listening practice, to name a few. However, because of various problems (see 4.2.2. Issues with 
English language teaching in rGyalrong) most of them quit self-learning. For instance, P4 reported 
that she gave up English listening training due to the local environment and situation, and P7 
reported did not make time to pursue self-learning: 
Well, about self-learning, like reading (laugh), I don’t know. Now I am playing 
phone most time and rarely reading or learning.  (P7, IL 50-51) 
A few participants mentioned further education, for example, P3 took undergraduate 
courses in the second year of his work and gained a bachelor’s degree. He reported that it 
was very difficult for diploma degree holders to teacher senior secondary school students, so 
he decided to study further. Participant 8 reported that she studied, passed examinations, 
and received a bachelor’s degree. Only Participants 1 and 8 mentioned they have plans for 
pursing a degree in the future. Although P1 reported that she applied for the examination of 
graduate study last year, she did not attend the exam because she was not prepared well.  
However, P8, as the best English language teacher, is commonly assigned an overloaded class 
teaching task and being a student coordinator, but although she wants to pursue formal study, 
the school authorities have not given her opportunities, as she explained:  
Actually, I think I am like (laugh), I am an ambitious person with a desire for 
continuous learning. But sometimes it depends on the opportunity. In the 
beginning, especially the time I just graduated, I really wanted to study further 
but DB County did not let me go. So I decided to conduct the self-study exam. I 
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always want to study but sometimes some obstacles are out of my control. Even 
now, I also desire to study further and go out. I admire those persons who can go 
out for studying. But sometimes the opportunity is not offered to me. (P8, IL 89-
95) 
4.3.1.3. Engagement in PD 
Participants’ engagement in the PD activities took part in was investigated to uncover 
their preferred ways of attempting to overcome the problematics they had identified. 
Participants’ engagement in PD is described using their expectations, the characteristics of 
preferred PD, the participation situation, and outcomes. Within these aspects, participants’ 
preferred PD and less interesting PD are compared.  
4.3.1.3.1. Expectations 
A few participants claimed that they have no expectations of PD, especially the ones in 
which they are not interested. For example, P2 and P3 said they have no expectations and 
they just push themselves to finish it, as the PD programs are mandatory and a prerequisite 
for applying for a professional title.  Most participants, however, have several expectations 
before participating in PD that can be generalized as the following: 
• Identify and reflect own disadvantages 
• Enrich and update teacher knowledge: receive more specific pedagogical 
content knowledge, which is beneficial to both of teachers and students; absorb 
advanced teaching methods, principle and ideas; Learn from seasoned teachers’ 
experiences(of teaching and classroom management) 
• Receive suggestions and evaluation on own performance 
• Apply, practice and integrate what they gain in PD into their practices and gain 
practical improvement in teaching, improvement in teaching mode, method, 
and strategies which are focused on ELT and consider the local situation 
• Create new teaching modes which are consistent with local situation 
4.3.1.3.2. Characteristics of preferred PD 
Participants’ depicted their preferred PD programs as being ‘interesting’, ‘useful’, 
‘fruitful’, ‘reflection-provoking’, and ‘pragmatic’. They preferred PD programs that are 
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‘related to local teaching situation’, in which they can ‘visually observe other teachers’ actual 
teaching practices’, and when ‘lecturers and attendants of programs are from the same 
prefecture and all of them are familiar with local educational settings’.  On the other hand, 
the less interesting PD activities were referred to as ‘assigned and mandatory’, ‘less 
meaningful’, and ‘formalistic and time-consuming’. In less preferred PD, activities normally 
are ‘too short’, ‘the content is rigid, boring, innovative, repeated and cut-and-dried’, and ‘not 
much relevant to ELT, especially ELT in rGyalrong’. 
Participants’ expectations of PD have been fulfilled to varying degrees by preferred and 
less preferred PD types of PD. Four general categories to describe the degree of fulfilment of 
expectations emerged from analysis of data: met, met to some extent, too early to tell, and 
unmet.  The fulfilment of expectations by their preferred types of PD is: the expectations of 
30% of participants are met, those of 20% are met to some extent, 10% is too early to tell and 
the expectations of 40% are unmet (see Figure 18: Fulfilment of Expectations of Preferred PD). 
The fulfilment of expectations by less preferred types of PD is: the expectations of 10% of 
participants’ are met to some extent and those of 90% participants are unmet (see Figure 19: 
Fulfilment of Expectations of Less Interesting PD).  
Figure 18: Fulfilment of Expectations of Preferred PD 
 
Figure 19: Fulfilment of Expectations of Less Interesting PD 
30%
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Met Met to some exent
Unmet Too early to tell
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4.3.1.3.3. Participation situation 
Data indicate that participants’ willingness and desire to participate preferred PD and 
less preferred PD are different. Participants have a strong desire to be involved in preferred 
types of PD and try to engage in them.  Especially at the beginning, they totally and positively 
immerse themselves in it and hold high expectations, such as mentioned above (section 
4.3.1.3.1. Expectations). However, sometimes they don’t have opportunities to participate as 
fully as they wish, and ss P3 commented, most time they just listen and seldom have a chance 
to express their ideas:  
I did not engage in it well, participation is low. Because there are too many schools 
and teachers. We are basically watching and listening, have little chance of 
communication.” (P3, IL 82-84) 
For the less preferred types of PD, participants show less desire and passion. They view 
them as a burden, especially the ones about IT and professional ethics.  For instance, as cited 
in 4.2.1.2.2. Problems of other PD programs, P3 mentioned that some training is mandatory 
and the prerequisite for professional title applications (P3, IL 60-61, 70-71). Those programs 
were referred to as being ‘annoying’, ‘wasting of time’, and ‘devastating’. Therefore, they 
took part in and finished those programs without much care or attention. 
It was concluded that there are positive and negative catalysts influencing participants’ 
participation in PD.  Positive ones which facilitate participants’ effective engagement in PD 
are:  
• PD: interesting and useful content; requisite for professional title application;  
10%
90%
Met to some extend Unmet
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• PD presenter: the high reputation of lecturers; PD presenters have stronger 
professional competence than participants. 
• Participant selves: the desire to learn from excellent teachers; the responsibility to 
improve students’ performance, own teaching practice and school education;  
• Students: don’t want to be embarrassed in front of students; studious and excellent 
students encourage teachers to improve themselves. 
The negative catalysts, which reduce their level of engagement, are: 
• PD: inappropriate content, such as cut-and-dried, too basic, not applicable, boring; 
mandatory and compulsory form; 
• Effects: influences/disrupts normal teaching schedule; 
• Participant selves: reject new things; no desire and interests as it has little benefit. 
4.3.1.3.4. Outcomes of PD 
It was found that both preferred and less preferred types of PD generate several 
outcomes. It is important to notice that not all the PD preferred by participants generated 
only positive outcomes. Equally, not all PD less preferred by participants generated negative 
outcomes only.  For example, for P1, attending her preferred PD influences her class schedule 
and P8 said the same about her less preferred PD. Participant 3 commented that he can gain 
a certificate that could facilitate his application for higher professional tile after attending 
some PD programs in which he was less interested. Therefore, there is no categorical divide 
between outcomes of participants’ preferred PD and less preferred PD. Therefore, we group 
all outcomes into positive and negative ones as follows: 
Positive outcomes identified by participants of both preferred and less preferred PD: 
• enrich knowledge to various extents and receive new knowledge and information 
(about subject content knowledge, pedagogical knowledge, psychological knowledge 
for students and teachers, teaching ideas, teaching method, classroom, and student 
management)  
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• know the differences between local students and their counterparts in cities are not 
only in exam score but also thought, practical ability, and after school lives, 
• experience new teaching modes and teaching ideas 
• improve classroom teaching (practice and apply what received in PD into teaching 
practice and students’ management) 
• receive a certificate which is requisite for title 
• realize own disadvantages and get improved  
• provoke the motivation for improvement and expect more such activities 
• become more confident 
Negative outcomes identified by participants of both preferred and less preferred PD: 
• little improvement (content could seldom be applied to participants’ teaching as PD is 
mismatched with local education settings.) 
• influence the normal teaching schedule and need to find another time to make up 
missed classes 
• form a habit to pay less attention to PD programs 
4.3.1.4. Requirements of PD 
Participants referred to the PD requirement that teachers complete a specified number 
of hours each years. For secondary school teachers in rGyalrong areas, they need to attend 
80 hours per year and 400 hours in total within five years. However, as P8 commented, this 
requirement could be met easily by PD activities they attended: 
Yes. There is a requirement for PD, and we are required to reach 80 hours per year 
or 400 hours every three years. Every year we make a form to count our training 
time. Our ordinary teaching and research activity, online training, education 
training, computer training, and KB online school training could be included. If the 
teaching and research activity is included in, our hours of training will be enough 
anyhow.  But we allocate some hours to other activities. (P8, IL 100-105) 
4.3.1.5. Participants’ preference for PD 
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Drawing on participants’ expectations of PD, the characteristics of their preferred PD, 
and their responses to the interview question, ‘If there is a chance that you can design or ask 
for a PD program, what content and modes of PD you will suggest?’, their PD preferences 
were identified. The content and modes of PD most preferred are as follows: 
1. Content: advanced and new teaching ideas, subject matter knowledge, pedagogy, 
teaching practice, specific pedagogical content knowledge; focus on ELT; 
information focus on National Matriculation Test; closely related to local teaching 
practice; educational psychology. 
2. Modes: full-time study; off-job training; extended face-to-face training; QZ teaching 
video; voluntary; trainers from both in and outside of rGyalrong areas; listen to and 
observe excellent teachers’ teaching classes; Teaching and Research group activities 
with all rGyalrong area teachers. 
From the content and modes of their preference for PD, it can be concluded that they 
want more PD activities that focus on ELT practices and on exam information.  They prefer 
very practical PD programs that can directly guide them in conduct of teaching practices and 
preparation of students for exams.  Only PD about their immediate professional needs are 
mentioned by them; they seldom mentioned PD programs that could provide support for 
long-term professional and personal needs, such as educational values or theoretical bases of 
education, knowledge of learners and their characteristics, the professional life cycle of 
teachers, to name a few. It could be implied that their preference for PD is utilitarian. 
Moreover, a key point they also mentioned is that they want PD programs to be 
provided by experts from urban areas, because these experts are skilled in teaching and have 
the most comprehensive and latest information about exams, especially the National 
Matriculation Test. Nevertheless, they also prefer participating in PD programs that are held 
by local teachers and experts who understand well the local educational setting. It seems like 
those two thoughts are contradictory, however, it suggests that there are not many useful, 
high-quality PD programs that focus on local educational characteristics. 
4.3.2. Practice 
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Classroom practice was mentioned many times when participants were asked how to 
solve problems and improve themselves. As already noted, rGyalrong English language 
teachers have insufficient PSTE, and the experience of learning through practice is identified 
by participants, such as P5, below, as the main way for transitioning from a novice teacher to 
an “advanced beginner” (Dreyfus & Dreyfus, 1986, p. 50): 
But it’s only been three years since I started teaching English. So I feel I lack experiences.  
So sometimes I miss the key and difficult points in teaching. And I just finished teaching 
from grade one to three, I fell my situation is getting better after three-year practices. 
(P5, IL 156-159) 
Furthermore, because of inadequate ISTE, participants identified classroom practice as 
central to transiting from advanced beginner status through teaching performance levels of 
“competent, … {and] proficient, … [to] expert(Dreyfus & Dreyfus, 1986, p. 50).  Participant 9 
explained her experience: 
Practice, I think. Yes, it is practice. You will encounter many problems during the 
teaching process, if you don’t practice, you don’t experience it, you won’t know 
how to do, how to deal with those problems. So I think practice is the key factor 
for becoming a better teacher. I’ve taught for many years, in the process of 
teaching: on the one hand, for pedagogy, I encountered many problems and 
sometimes I might have knowledge mistakes, I mean error of knowledge point. 
But later I gradually found, experience, aha. So I keep improving myself in the 
teaching process; on the other hand, for student management, various issues arise. 
So it is practice, I think. Only practice more can you gained something.  Gaining 
more useful and efficient stuff from practice, your deficiency is gradually remedied. 
(P9, IL 120-129) 
4.3.3. Research 
Participants explained how schools, and some teachers, are researching the 
complexities of the local educational setting. First, a few teachers wrote journal articles. For 
example, P4 wrote some articles about how to improve ELT in rGyalrong areas: 
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I wrote a paper to state my opinions on those five aspects, government, school, 
teacher, parents, and student.  But I don't remember where I published this paper. 
I elaborated on the connection among those four aspects in detail, writing what 
consensus government functions, parents, students, and schools should reach to 
promote English. I can simply explain it to you. I don't remember where I published 
this paper. I've written so many papers that I get confused. (P4, IL 605-610) 
Second, schools and some teachers participate in research projects about specific local 
educational issues. For example, P9 mentioned participation in a project led by another 
colleague: 
We took part in a project which is about reading. It was led by another teacher. It 
is his project, but all English teachers joined in it. The project and its results belong 
to him, but all English Teaching and Research Group joined in it. (P9, IL 150-152) 
Moreover, schools and educational departments jointly launch some research initiatives. For 
example, P10 described a project managed by the school, called Strengthen Waist and Cut 
Tail, which means ‘focus on the medium level students and decrease the number of low-level 
students’. As P10 observed, this project is closely connected to the local situation as local 
schools aim to increase the average score of each grade: 
Till now I don’t know how I can deal with those difficulties. School advocates 
Strengthen Waist and Cut Tail. Strengthen Waist and Cut Tail is one of our school’s 
projects. It is ok to focus on improving medium level students’ performance 
because most of my students are medium level, no high-level ones.  There are 
many low-level ones, I don't know how to improve their performance unless I can 
teach only ten students again from grade one and focus on them every day. Maybe 
it will work. (P10, IL 165-172) 
Third, participants described how they discuss some issues at Teaching and Research 
Group (TRG) meetings and then focus on a specific topic to discuss several times to generate 
some solutions. As a school-based teacher learning community, TRG (see Chapter Two) is an 
efficient way to deal with educational issues. As it consists of English language teaching 
  
194 
 
practitioners who teach the same grade or same students, they can work together, as P3 says, 
on small research projects to develop practical solutions to shared problems: 
Our TRG has a set of activities, such as lesson-listening, observation, explanation 
and evaluation, fieldwork, research project. We also discuss the question types in 
the English test. For instance, if we discussed reading comprehension this time, we 
may discuss cloze the next time. Students’ English learning situation is another topic. 
Those topics are like several small research projects.  We study them and get some 
practical solutions. (P3, IL 180-185) 
4.4 Discussion across two research questions 
As discussed in section 4.2, there are many problematics involved in ELT and in teacher 
learning and development in rGyalrong areas. They are grouped into three main categories, 
teachers and teacher education, teaching practice and instruction, and learners. Specifically, 
teachers and teacher education mainly refers to insufficient pre-service and ISTE, irregular 
requirements for maintaining teacher accreditation, and as English language teachers, 
participants’ English proficiency does not become higher but lower. Teaching practice and 
instruction refers to being overloaded with work tasks, scarce teaching and learning resources, 
and issues related to teachers’ qualifications. Learner issues refers to an insufficient English 
knowledge base, difficulties with the MOI, low motivation for learning English, and 
unsatisfactory learning outcomes. In order to ease and overcome those complexities, several 
measures have been taken by participants, such as PD, practice, and research. The 
participants prefer PD, practices, and research that focus on improving teaching practice and 
preparing for exams, but findings indicate that it is challenging task for teachers to overcome 
the complexities and develop themselves as ELT practitioners. Moreover, from those 
complexities and measures, it suggests that, while in the whole educational system of China 
many problems remain to be resolved and improved, problems in the educational situation 
in rGyalrong areas remain more severe.  
The various phenomena of education in the rGyalrong area, and China as a whole, that 
is, all complexities and measures discussed above, are generated by the behaviour that 
involves how education is conducted, what is done and how is it, behaviour based on values 
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generated from beliefs about education (see Figure 20: Belief, value and behaviour). These 
values and beliefs are discussed in what follows.   
Figure 20: Belief, value and behaviour 
 
 
First, the Chinese values of education is implied by the behaviour, which is all the 
phenomena of how education is conducted that are uncovered above. These values can be 
understood by examining the educational system, including educational policies, institutional 
settings, resource allocation, to name a few. Chinese education has four main issues.  
The first issue is that the Chinese education system is exam-oriented. Even though many 
official documents and syllabuses  (Ministry of Education of the People's Republic of China, 
2011b, 2012a, 2012b, 2012c) stress that education aims to develop students in all-round 
aspects of morality, intelligence, physique, and aesthetics, and that teachers should respect 
and study learners, schools and teachers can hardly do these things if the exam-oriented 
education system is not changed. The real educational practices mainly focus on exams. 
Teaching methods and teaching materials aim to facilitate transmission of knowledge that 
equips students to pass exams. Because the interests of schools and teachers are closely 
related to exam results, schools try to improve their reputation and academic levels via higher 
exam results, and teachers are expected to promote their prestige, academic title, and salary 
via higher exam results. Parents hope their children bring the honour to family by gaining 
higher exam results. Students compete in education and job markets by exam results. 
Therefore, exams become the centre of Chinese education. Education activities are designed 
and conducted to serve the exam. Teaching is to teach what is tested and learning is to learn 
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what is taught. Educators mechanically instil the ‘model answers’ to learners and learners 
learn them by rote. It is like ‘give a man a fish’, not ‘teach a man to fish’.  
Therefore, many complexities have emerged including what is discussed above. Though 
uniform textbooks may not be appropriate for all students, such as ethnic minority students, 
the main learning resources are textbooks that are the main ‘weapon’ for participating in 
exams, and this is even more obvious and severe in ELT in China. English language teachers 
pay most attention to mechanically teaching some ‘model answers’ to prepare students for 
traditional exams, and then their English proficiency decreased as they just automatically 
teach basic language knowledge, such as grammatical forms, rather than language use (Hird, 
1995). Students study these by rote to pass exams. Students can hardly speak English whether 
they get a high or low score in tests, as they pay much attention to “structural correctness 
[rather than] fluency and appropriacy” (Hird, 1995, p. 2). Similarly, teacher education 
programs are more about theoretical content focused on exams and teachers can only gain a 
degree or teacher certification by passing exams. Practicum has disappeared, as it will not be 
tested. Thus, teacher education programs are not to prepare properly prepared and qualified 
teacher candidates, but passers of exams, and degree and certification holders. Moreover, 
teachers prefer PD that is about training for key and difficult exam points and exam 
information, to name a few. Even though regulations are issued to improve education, it is 
hard to implement as exams ‘command’ the whole educational system.  
This study has highlighted the unreasonable relationship between exams and education 
for rGyalrong teachers. The exam has become the ultimate goal of education and benchmark 
for students’, teachers’ and school’s performance. Therefore, all educational activities, 
resources, and methods serve for and put too much emphasis on exam preparations.   
However, traditional exams are not comprehensive enough to assess and evaluate 
individual capacity. The exam should be an assessment method that serves education, a 
means to check the educational results and effects. It should aim to measure the degree of 
educational effect on each individual and select qualified individuals to exert their advantage 
in a certain area. It can be a way to evaluate students’ and teachers’ performances and 
motivate them to study or work harder, and it can also be one of several aspects to assess the 
quality of a school. However, it is absolutely not the aim of education and the only criteria of 
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checking the ability of students and teachers and the quality of institutes. Education is a 
comprehensive and timeless activity to equip individuals with ability of survival and 
development and the ability to contribute to success and development of human civilization. 
Exams are only one of the factors to check the various stages or aspects of educational effects, 
and serve as stimuli to facilitate educational development.  
The second issue in the values of the Chinese education system is its uniformity. 
Uniformity is the main characteristic of Chinese education. It is reflected in many aspects. 
First, the National Matriculation Test, which is the main criteria for K-12 school education 
results and the only way to enter tertiary education, is nationally unified. The exam papers 
are made by National Education Examinations Authority (NEEA) according to the Exam 
Syllabus issued by the national Ministry of Education. It was called ‘one paper’ for each subject 
throughout the whole country, but since 2000, some provinces and municipalities have been 
authorized to make their own exam papers. This was perceived as positive progress of the 
exam system, as each area could design their own exam paper according to their own 
educational situation. However, at present, apart from five provinces or municipalities 
(Zhejiang province, Jiangsu Province, Beijing, Tianjin, Shanghai), all other provinces have again 
been required to use the national exam paper as the proposed independence saw many 
issues emerge, such as declining credibility of or low quality exam papers.  There are three 
types of exam papers, A, B, and C. A is supposed to be more difficult than B and C. All of them 
are designed by NEEA. Therefore, it has become nationally uniform again although there are 
many differences between urban and rural education circumstances and among each ethnic 
group. ‘One paper’ tests the performance all of students and determines their chances of 
entering higher education, which seriously influences their future life as academic credentials 
are valued to a great extent in China.  
The second issue with uniformity is educational resources. All K-12 schools have been 
required to use the state-compiled textbooks that overlook the ethnic, social, cultural, 
linguistic, and material differences among and within areas. Some areas are even conducting 
bilingual or trilingual education, but as discussed in section 4.2.2.4, their teaching and learning 
materials are translations of national Chinese textbooks, and therefore, those measures also 
serve the unified education system. Third, most pre-service teacher education and 
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preparation programs are uniform, short-term pre-service trainings are uniform in each 
province (see section 4.2.1.1.2), and most PD programs are also uniform without consideration 
of the particularities of various educational settings.  Such a uniform education system fails 
to accomplish teaching of learners in accordance with their aptitude. 
The third issue of the Chinese education system is educational inequity, in particular 
unequal educational opportunity and imbalanced resource allocation. Education opportunity 
is unequal between urban and rural areas and within each area. Many factors are creating 
these inequities, such as the hukou (household registration) system, geographical and 
financial situation, parents’ education level, ethnicity, to name a few. Findings of this study 
indicate that the participants’ students have less access to learning materials, high-level 
schools, and high-quality education. Some measures have been taken to ease the inequity, 
such as allowing migrant workers’ children access to urban school education, and great efforts 
have been taken to popularize compulsory education in rural areas and to reduce and remit 
fees, to name a few. However, educational inequity and imbalanced resource allocation 
among different areas remain serious problems. Such inequities should be eased as much as 
possible otherwise it has serious impacts on and creates many other issues, such as unequal 
education outcomes in the level of education, social instability, to name a few. 
The fourth issue that reflects the values driving Chinese education is that K-12 education 
is too intensive, and the quality of tertiary education is not high. As discussed above, the 
National Matriculation Test (NMT), like a ‘baton’, conducts K-12 education. Therefore, in 
order to get higher scores in NMT, schools, parents, teachers, and students pay much 
attention to prepare for various levels of exams that are the foundation of participating in the 
NMT. Therefore, students spend most of their time studying, practicing, and doing simulation 
exams. Students sometimes feel like ‘exams machines’ and some of them even have their 
parents to squeeze toothpaste for them. Teachers are like ‘teaching machines’ and are 
overloaded with teaching tasks.  
However, tertiary education, which is the key stage of learning knowledge and skills to 
prepare for jobs, including teaching, is not as rigorous as school. There even is a saying that 
K-12 students are told, to ‘study hard for the National Matriculation Test and you can play 
and do whatever you like in university’. Tertiary students get liberated from highly intensive 
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K-12 education and get relative freedom, although they also keep the habit of working hard 
for exams at the end of each semester. Tertiary teachers also do not pay much attention to 
teaching, because other work, such as research or administrative work, may bring them more 
possibilities of promotion. There are also not many sub-assignments and sub-tests, so 
students study hard for just a couple of weeks before exams to remember some points so 
they can pass. Then they are granted the degree. Therefore, Chinese tertiary education does 
not perform its proper function. This also explains why pre-service education has so many 
issues as discussed earlier. 
These conceptions of education that is, how education is understood and what are the 
ideas about education, are why education in China continues to experience problems. The 
following sections discuss Chinese conceptions of education via the definition and aim of 
education. At the core of educational studies is conceptualization of education. According to 
Plato’s definition, education is a way to transmit “habit” and “aspirations” (Plato, 1955) from 
generation to generation.  It aims to deliver the knowledge of absolute good, help learners 
understand the absolute reality, and prepare learners for future life, with various model 
according to different stages, sexes, and occupations that students intend to take up.  (Dewey, 
2001) sees education as “a social process” (p. 103), “growth” (p. 46) and “a necessity of life” 
(p. 5), and claimed that education is “learning by doing” (p. 192). More definitions have been 
proposed in various studies and official documents according to the historical background and 
the understandings of education. Usually, any definition of education is intertwined with its 
goals. Furthermore, conceptions of education include the understanding of culture, nature, 
and society. Education is also perceived as a communication activity that includes imparting 
knowledge, sharing the substance of things, disciplining the young, and transmitting culture 
(Horn, 1993; Jaspers, 1947).  
The Chinese phrase 教育 means education. It has been described in Mencius as that得
天下英才而教育之 (Mencius, 2012), meaning having talented and promising students from 
all over the country to teach. Yu Han described the teacher as the one who develos wisdom 
and civilization, imparts knowledge, and dispels confusion (师者，所以传道受业解惑也) (Y. 
Han, 1991), but   this has also been considered as a description of education.   
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An ancient Chinese dictionary, 说文解字 (Shuowen Jiezi meaning Origin of Chinese 
Characters compiled by Xu Shen, 121 A.D.) (S. Xu, 2007), defines教育 (education) separately, 
教 is that teachers teach and students learn, 育 is that parents raise children and  guide them 
to be good.  The first part of this definition captures the exact model of Chinese traditional 
education; teachers teach and students learn, teachers say and students listen and remember. 
In modern China, there are some new understandings of education, such as that of Liang 
Qichao, cited and interpreted by Dong (2007), who perceives that education is a way to teach 
people to be a citizen ( “教育是什么？教育是教人学做人-学做现代人”). Tao Xingzhi (Tao, 
2008)claims life is education, and that teaching, learning and practice need to be combined 
(“生活即教育”).   
After the Foundation of the People's Republic, education has been defined as an activity 
with purposes and plans to educate students to be the people who are needed by a certain 
society or social class.  This kind of explanation has been mainly shown in educational goals.  
In 1957 it was stated in Mao Zedong’s On Properly Handling the Issue of Contradictions among 
the People that education is for cultivating literate labourers with socialist consciousness. In 
1993 the Compendium of Chinese Education Reformation and Development education stated 
education aims to cultivate socialist builders and successors featuring an all-round 
development in morality, intelligence, and physique. This aim has been enacted into law, The 
Education Act of the PRC, and has remained in most official documents ever since.   
With the development of the Reform and Opening-up, which is a policy of reforming 
political and economic systems and opening domestic markets to the world, the current 
educational aim is utilitarian, and the goal of education pursuit of economic development, 
but cultivating “socialist builders and successors” is still the ultimate goal.  “Labourer”, 
“socialist builders”, “socialist successors”, all stress society-oriented educational aims and 
underemphasize individual-oriented educational aims.  
As discussed above, education aims to equip not only individuals with the ability of 
survival and development, but also human civilization with the ability of succession and 
development. It should aim not only to implant textbook content, or be a measure to 
consolidate certain social forms, or promote teachers’ prestige, academic title and salary, or 
bring honour to family, or get higher exam results. All learners, no matter whether they are 
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students or trainees, are not only receivers of knowledge but also living individuals. Therefore, 
education should enable each individual to improve the quality of human life. Besides 
preparing learners for further education and employment, education also needs to prepare 
learners for a fulfilled life. Otherwise, such a utilitarian educational aim does not respect 
human-being and living individuals, and neglects their dignity.   
Thus, the aforementioned education system, which is uniform, unequal and exam-
oriented, is generated from such conceptions of education (see Figure 21: Conceptions of 
education and education system).  The conceptions of education and educational goals in China 
reflect education that has been seen as an instrument to serve politics and the economy. This 
also results in a phenomenon that education has always been attached to politics and 
dominated by the government department.  Therefore, many negative phenomena contrary 
to the nature of education emerge, such as arbitrary educational charges, utilitarian goals, 
and academic corruption. Data of this study also revealed that participants’ conceptions of 
and preferences for PD are utilitarian, and furthermore that their schools, their teaching 
colleagues, their students and their students’ parents, also hold utilitarianism ideas of 
education.  
Figure 21: Conceptions of education and education system 
 
 
 
  
  
 
 
The understanding and implementation of education are deeply influenced by 
conceptions of human being.  Contrarily, conceptions of human being form the conceptions 
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is for humans, when humans are conceived as instruments to develop politics or economics, 
education will be an instrument to educate people for this purpose.   
Therefore, conceptions of human being involve definitions of education, and how 
education is understood determines how teachers are treated, educated and developed.  In 
history, teachers, as the key representatives of intellectuals, have been ranked ninth of the 
ten profession list, which are officer, clerks, clergy, Taoist priest, doctor, engineer, technician, 
prostitute, intellectual, beggar (Yi Zhao, 2007). Even now, teaching is not seen as an 
independent career and its salary and management system are designed according to the civil 
servant system.   
Figure 22: Conception of human and conception of education 
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not uniform.   
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country, notwithstanding the diversity of language, habitus, geography and economic level 
(Clothey & McKinlay, 2012; J. Lin, 1997; Upton, 1999).  Such an educational system focuses 
on the knowledge of the Han majority culture and seldom incorporates that of minority 
culture.  Educational justice requires that educational opportunity, process, and outcomes 
need to be considered according to various students’ backgrounds, characteristics of different 
disciplines, regional variation, etc. Teachers and educational researchers as the key 
practitioners engaging in education activities need to clarify the definition and goals of 
education and be devoted to pursuit of high educational equality.  
Therefore, the aforementioned definitions of education are incomplete. Some just 
describe various phenomena of education. Some just depict characteristics of education.  
However, the definition should expound the nature of education, which are, what education 
is, how it could be practiced and how it will be developed in the future.  Education is a life 
process of developing wisdom and abilities that is about processing and using of knowledge 
brought by expanding desire. In terms of space, wherever there are people, there is education.  
In terms of time, education is a process throughout the entire life of each person and the 
whole of humanity.  It is like an adhesive to make each society cohere as a whole culture.  It 
dedicates to transmit civilization and let every human being enjoy the benefits of civilization.  
Obviously, civilization is not just about politics, economics or religion, but all cultures created 
by all nations that benefit a human being.  Such definition and conceptions of education can 
identify the essence of education, the value of education and teaching, the relationship 
between education and other social phenomena, and promote design of more 
comprehensive educational content, and reasonable management and assessment of 
education.   
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Chapter Five 
Conclusion 
5.1 Summary of the study 
According to the report of Chinese education introduction: Development of 
Education in 2017, there are 514,000 schools with different levels, 16,269,000 
teachers, 270,000,000 academic students, and 54,657,000 non-academic students in 
China at the end of 2017 (Ministry of Education, 2018). The population of teachers 
and students and the numbers of schools are huge. However, the quality of Chinese 
education has been criticised in many aspects. There are many studies about the 
complexities of different levels of education, and numerous official policies and 
regulations have been issued to ease and overcome those complexities.  
However, problems persist for education in China, and education in ethnic 
minority areas has especially severe complexities. The most salient dimension of 
complexities in China is the rural-urban divide, but ethnic minority areas have other 
severe issues and weak capacity to deal with those issues as they are located in the 
most remote, poor and rural areas that have quite culturally different education 
settings. Considering such a phenomenon, exploring the complexities in ethnic 
minority areas and the measures teachers, as the main educational conductors, take 
to relieve and overcome those difficulties is necessary to get a better sense of the 
educational situation in ethnic minority areas. Consequently, the basis will be 
provided for future policymaking which will help to improve education in ethnic 
minority areas.  Further, it will also offer a reference for improving education in other 
areas in China, especially the rural areas. Eventually, it will contribute to promoting 
social harmony in China that has a diverse context of multilingual and multicultural 
situations. 
In order to achieve this research goal, English language teachers in secondary 
schools in Danba rGyalrong County were chosen as a case and the following research 
questions were raised to guide the study: 
1. What are the problematics of secondary English language teaching and 
teachers in rGyalrong, China?  
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2. In what ways do rGyalrong secondary English language teachers 
overcome/counter these difficulties? 
These two research questions were explored and discussed within the qualitative 
research method. The participant pool comprised 10 rGyalrong English language 
teachers in secondary schools in Danba. The sample consisted of female and male 
teachers with varying levels of English teaching experience. For more information 
regarding participant demographics, see Chapter Three, Table 2: Participant 
Demographics.   
A survey and semi-structured interview were chosen to be the instruments of 
data collection.  Data were collected in two stages. At the first stage, the survey was 
sent to participants two weeks before the interview to allow sufficient time to 
complete the survey without the interval being too long to remember their survey 
responses. The survey aimed to gather participants’ background information and 
general information about the complexities of teaching English in the rGyalrong area 
and the ways they overcame those complexities. It also raised awareness and 
stimulated participants to reflect on ELT and themselves, which facilitated in-depth 
and targeted questions in the interviews following. All data were processed before 
the interview in order to analyse collected data immediately and to facilitate 
providing the researcher with an overview of the complexities participants meet in 
their ELT and the ways they overcame complexities and improved their practice.  
Following this survey, semi-structured interviews were conducted with each 
participant at mutually convenient places and time.  Interviews had the same core 
outline but questions for each participant were modelled on participants’ responses 
to the survey. Some questions were adjusted according to their different responses 
and responsiveness to the survey questions and then their responses and 
responsiveness to interview questions during the interview.  Interviews aimed at 
deeply investigating the complexities and ways to overcome complexities mentioned 
in the survey.  For a further description of those instruments, please see Chapter 
Three, section 3.5. Instruments, and procedures for their use are described in Chapter 
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Three, section 3.7. Data collection.  Survey and interview samples are included as 
Appendices C and D. 
Large amounts of data were collected. These data were analysed using the 
procedures outlined in Chapter Three, section 3.8. Data analysis (thematic). All audio 
data were transcribed, and as the survey and interview were conducted in Mandarin, 
surveys and interview transcripts subsequently translated into English.  In order to 
expose the complexities and the measures, a process of thematic data analysis, 
according to the method set out by Braun and Clarke (2006), was used to analyse all 
transcripts with the assistance of NVivo.  
5.2. Synthesis of the findings and their contributions 
5.2.1. Research question one 
Several complexities were uncovered according to participants’ responses. 
Those complexities were grouped into key findings in three categories.  They are 
teachers and teacher education, teaching practice and instruction, and learners. First, 
to be specific, teachers and teacher education mainly refers to four issues: 
insufficient pre-service teacher education (PSTE), inadequate in-service teacher 
education (ISTE), irregular requirements for maintaining teacher accreditation, and 
as English language teachers, participants’ English proficiency does not become 
higher, but lower.  
Insufficient PSTE involves two aspects. First, participants’ major and institutes 
situation, which referred to the quality and level of PSTE, they received. Six 
participants majored in the teachers’ major and graduated from dedicated institutes 
of teacher education (DITE). Three participants majored in teachers’ major in non-
dedicated institutes of teacher education (NDITE). One participant majored in non-
teachers’ major in NDITE. The quality and level of all participants’ institutes are 
relatively low (see Table 7: Institutes levels of participants). It was reported that 
participants received some theoretical courses but insufficient and uncomprehensive, 
and the practicum experience is formative or absent. Second, as English language 
teacher candidates, participants are severely lacking of opportunities of exposure to 
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authentic language use environments. Through discussion of the curriculum of PSTE 
programs in China, which comprises general courses, subject matter courses, 
pedagogical courses, and practical courses, it was clear that although the curriculum 
of teacher education program has been regulated and improved in the past several 
decades, there remains a gap between regulations and reality because of imbalanced 
educational resources, the unscientific constitution of the curriculum, unqualified 
teacher educators, and teachers’ students having lower level of subject-matter 
knowledge than students in other regions.  
Therefore, recommendations for what should be included in the teacher 
education program were outlined. First, courses in PSTE could be divided into 
fundamental courses, method courses, and practical courses. Second, it should 
involve subject-matter knowledge, pedagogical knowledge, pedagogical content 
knowledge, curriculum knowledge, knowledge of learners and their characteristics, 
awareness and understanding of educational context, recognition of educational 
values and theoretical base, teacher professional development, and practical 
knowledge. The detailed discussion of this was presented in section 4.2.1.1.5. 
Suggestions for teacher education program (TEP).  
Inadequate ISTE was uncovered; participants experienced some ISTE, but its 
quality and quantity are low. Specifically, induction, as the bridge between pre-
service and in-service roles of teachers, only involves prefecture-wide pre-service 
training, simple orientation, and lesson-observation. However, the prefecture-wide 
pre-service training is too short and general, not offering any subject-matter 
knowledge and pedagogical content knowledge. The orientation is too simple and 
only involved generally introducing new teachers to staff and the school environment. 
Lesson-observation, which was preferred by participants, was only suggested for 
schools with no intact arrangements, and normally it emerged with Teaching and 
Research Group activities.  
Therefore, according to inadequate pre-service education and insufficient 
induction programs, as novice teachers the participants were not well prepared for 
teaching in the first couple of years. Though there some official policy documents 
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stressed the significance and content of induction programs, in reality, induction 
programs were narrowed down to district-based short-term pre-service training. 
Teacher induction is a vital phase for a new teacher to transform from a novice 
teacher to a professional practitioner (Sprinthall et al., 1996). Therefore, induction 
programs should include various activities of “listening, watch, speak, practice and 
write” (W. W. Zhou, 2012, p. 68), as both district-based and school-based short-term 
trainings (see section 4.2.1.2.1. Limited teacher induction programs for detailed 
discussion of the content of those two trainings), mentorship, lesson observation, 
workshops, lectures, to name a few.  
 For participants, PD raised various issues: a) Participants hold unestablished, 
limited, and incomprehensive conceptions of PD. They perceive PD as a means to 
support improvement of themselves via mastering textbooks and ways to effectively 
conduct ELT so as to help students get higher scores in exams and thus to gain for 
themselves a sense of satisfaction and accomplishment. b) As remote area school 
teachers, participants have very few opportunities to attend PD programs, especially 
of high quality, because of aspects of themselves, PD providers and schools, and their 
families. For themselves, they have no exact plan for PD and their motivation for PD 
is low. For PD providers and schools, normally PD programs are provided by higher 
education institutes which are located in urban areas, but because of geographical 
and economic constraints, rGyalrong teachers have fewer chances to attend such PD 
programs. c) As most English language teachers are female, and they need to 
undertake most family matters, female teachers have to adjust their careers for 
family life according to culture and maternal instincts.  
In terms of the PD participants do complete, there are also several issues. First, 
almost all PD programs are mandatory. PD is like compulsory assignments for 
teachers; some PD programs are assigned to some teachers to attend and some PD 
programs are required to be attended by all teachers, as some programs are 
assignments of schools and some are prerequisite for professional accreditation. 
Mandatory programs actually decrease teachers’ motivation for and engagement 
with PD.  
  
209 
 
Second, the content of PD is inappropriate. Specifically, some programs are 
uniform throughout the country so the content does not ‘fit’ all participants as PD 
providers and conductors cannot consider all educational situations of participants. 
Some programs are too general and have a weak connection to authentic teaching 
practices, such as ELT teaching practices. For example, some PD programs are about 
professional ethics, or IT. Some PD failed to consider the teachers’ students, including 
the level of students in participants’ education situation, or mixing teachers of 
different levels of schools, to name a few.  
Third, because of a shortage of teachers and heavy workloads, some PD 
programs had some negative influence on participants’ teaching practices. For 
example, they need to change their class time and intensively make up missed classes. 
It results in less efficient teaching and less effective learning of students.  
Fourth, the duration of most PD programs is too short and the form of PD 
implementation is monotonous, such as experts-teaching and participants-listening 
mode.  Finally, PD seldom has a thorough evaluation system and follow-up support. 
Most PD programs are one-off and have little connection with other programs, which 
means the efficiency of the program cannot be measured and less possibility to 
improve programs in the future.  
PD programs actually have been improved during recent decades, such as some 
national training, which has different stages over a continuing period of teacher 
learning. However, ethnic minority teachers, like participants of this study, faced the 
aforementioned issues couple with the particularity of remote ethnic minority school 
education. Therefore, such PD programs are not appropriate and meaningful enough 
for ethnic minority teachers. Even worse, some PD programs focus on ethnic minority 
teachers, but they gather different minority groups of teachers. For example, one 
participant mentioned that she actually did not understand what the lecturer said as 
the lecturer used his language, which is different from that of participants (see 
section 4.2.1.2.2.8. Discussion across seven problems of PD).   
Moreover, the titles of some PD programs involves ‘ethnic minority teachers’, 
but organizers just limit the participants of such programs to teacher from ethnic 
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minority areas and fail to consider their authentic professional development needs. 
In summary, all those problems coupled with some other potential issues are 
intertwined together. Many efforts have been made at the national level in order to 
improve teachers’ PD. However, the discrepancy between policy initiatives and 
teaching realities has remained, especially in remote rural areas.  
The requirement for maintaining teacher accreditation is irregular. Teacher 
certification is relatively easy to gain. Teachers have a vague understanding of 
teacher accreditation maintenance. 
It is noteworthy that English language teachers’ English proficiency decreased 
in the process of teaching. This phenomenon has several causes, such as local 
students’ English proficiency is low so teachers need to use less complex language to 
teach and communicate with students, and, because of exam-oriented education and 
textbook-focused approach of ELT, teachers paid much attention to automatically 
teaching basic “language knowledge”, such as grammatical forms, rather than 
“language use” (Hird, 1995, p. 2). Students study them by rote to pass exams. 
Therefore, teachers become masters of knowledge points instead of language users. 
In some urban schools, the communicative language teaching approach has been 
advocated. However, it is quite hard to apply it in rural ELT as teachers are not 
qualified to use English to conduct instruction and students can hardly understand 
English as the only instructional language.  
The second category of key finding of Research Question One, issues of 
teaching practice and instruction involve the problem of teachers’ workload being 
too heavy, and the drawback of teaching and learning resources that includes lack of 
materials and facilities, insufficient connection to students’ real life, and mismatch 
with the local teaching and learning situation (see Figure 16: Drawbacks of Teaching and 
Learning Resources), and unqualified instructors.  The prime reason for those issues, 
imbalanced economic and teacher resource allocation, has been discussed in section 
4.2.2.4.  
The other category of findings, learners’ issues, refers to learners’ insufficient 
English knowledge base, difficulties with the medium of instruction (MOI), low 
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motivation for learning English, and unsatisfactory learning outcomes. In order to 
ease and overcome those complexities, several measures have been taken by 
participants. 
5.2.2. Research question two 
It was found that several measures have been taken by rGyalrong English 
language teachers to relieve and overcome problematics existing in their teaching. 
Key findings were organised into three groups: PD, practice, and research.  
Several types of PD activities were identified, and they were grouped into two 
meta-categories: longitudinal PD and horizontal PD. Longitudinal PD are mainly top-
down, such as induction programs, Teaching and Research Group (TRG), counterpart 
assistance programs, lectures and trainings, visiting and exchange, and teaching 
competition. Horizontal PD are bottom-up, such as communication and consultation, 
practice and self-reflection, self-learning and further education/degree pursuing. The 
detailed information about each group was shown in section 4.3.1.2.1 and section 
4.3.1.2.2. Then in section 4.3.1.3 participants’ engagement in PD was discussed in 
terms of expectations for PD they were going to attend, the characteristics of their 
preferred PD and less preferred PD, general participation situation, the catalysts for 
participation, and outcomes of PD. From those aspects, it was found that rGyalrong 
English language teachers preferred ELT PD activities that focus on teaching practices 
that prepare students for exams, and on exam information. Their preference is more 
about PD that can immediately guide them to conduct teaching practices that 
prepare students for exams and seldom mentioned PD that could provide support for 
long-term professional needs.  
Classroom practice is one of the most common and popular ways that 
participants used to overcome complexities and improve their teaching. Because of 
inadequate pre-service and in-serve teacher education, participants put much 
emphasis on practice. They identified practice as the main way to adjust to a teaching 
career, improve their teaching practices, and themselves.  
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Research is also mentioned by participants to overcome difficulties and 
improve practice. From the findings, two points could be stressed. First, few teachers 
conduct research by themselves. For example, only one participant published some 
journal articles, but she had forgotten the titles and journal names. Second, some 
research projects are run by schools or some teachers, however, the number of 
studies, especially big and comprehensive studies, conducted by rGyalrong secondary 
teachers are few. The most common study they mentioned that they undertook is 
the discussion in TRG activities, which involves raising and discussing problems, and 
generating solutions. In general, the research opportunities and abilities of rGyalrong 
teachers are relatively low. 
In summary, because of their over-loaded work tasks, and geographical, 
economic, and educational circumstances, rGyalrong English language teachers have 
not exactly overcome complexities and improved themselves professionally. They are 
busy with finishing the teaching task and passive about undertaking PD activities.  
Therefore, it could be implied that there is a long way to go for teachers to find 
efficient ways to overcome complexities and develop themselves.  
5.2.3. Summary of two research questions 
In this research, I explored the multidimensional complexities existing in ELT in 
rGyalrong schools and the measures rGyalrong English language teachers tried to 
take to ease and overcome those difficulties and improve themselves. The purpose 
of this study is twofold. First, I hope it brings added clarity to investigations and 
discussions of those complexities and measures. Second, I hope it stimulates and 
challenges educational stakeholders to consider the educational system and 
implementation more thoughtfully and, through that process, get a better 
understanding of education. 
Various complexities are facing by rGyalrong English language teachers.  They 
tried to ease and overcome those difficulties in three ways. However, the 
complexities largely remain. As Figure 20: Belief, value and behaviour showed, those 
complexities and the ways teachers undertook are the educational phenomena, 
meaning behaviour, in rGyalrong areas. Those phenomena are generated by 
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educational systems, meaning education value. The Chinese education system has 
four main issues: it is exam-oriented, uniform, there is educational inequity, and an 
over-intensive K-12 education and low quality tertiary education.  
Moreover, education systems (value) are decided by conceptions of education, 
meaning educational beliefs. How education is perceived decides how the education 
system is formed and what educational phenomena are created. According to Figure 
21: Conceptions of education and education system, it could be implied that uniform, 
exam-oriented education and educational inequity are the result of utilitarian 
conceptions of education, which are not respectful of individual lives and neglect 
human dignity. I argue conceptions of education are deeply influenced and decided 
by conceptions of human being, and therefore, it can be concluded that proper and 
comprehensive perceptions of human being could form appropriate perceptions of 
education, teachers, and students (see Figure 22: Conception of human and conception 
of education) and students and teachers could be treated with respect and dignity to 
be educated and developed properly.  
Education is not an instrument to consolidate certain social forms, promote 
teachers’ prestige, academic title and salary, bring honour to family, or get higher 
exam results. It cannot only aim to implant textbook content to students and prepare 
students for exams. It is a comprehensive and timeless process of continuously 
developing each individual’s wisdom and ability of survival and development.  
Moreover, it is also an activity to equip individuals with and develop individuals’ 
ability of human civilization succession and development.  
5.2 Limitations and recommendations for future research 
A great and careful effort was taken to conduct this study. However, some 
potential limitations should be noted. First, the sample size, ten participants, may not 
be big enough for representing all rGyalrong teachers. rGyalrong schools spread out 
over different counties and the number of rGyalrong teachers is large, though it is 
very small compared to Han teachers. Different ideas about complexities and the 
ways overcoming those difficulties could have been uncovered if more participants 
had been surveyed and interviewed. However, according to the requirements of the 
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case study and qualitative study, ten participants is a reasonable size for a sample 
that provides a significant pool of meanings and also sets the boundary of this case 
study. The second limitation concerns the instruments of this study. More 
instruments, especially a large number of questionnaires or observations might 
collect more comprehensive data. However, survey and semi-structured interview as 
utilised in this study are adequate for conducting this research, especially the semi-
structured interview, which allows more freedom to adjust interview questions 
according to participants’ responses to the survey and to interview questions during 
interviews, and allows participants to expand their ideas freely. 
In the future studies, more participants or instruments could be involved in 
conduct of similar studies. For example, different groups of participants, such as 
students, administrative staff, officers in local educational departments, could be 
included. Moreover, relevant studies about ethnic minority education and teachers 
could be undertaken from different perspectives, such as cultural perspective, social 
perspective or anthropological perspective, to name a few.  
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Appendix A: Plain language statement 
PLAIN LANGUAGE STATEMENT AND CONSENT FORM 
 
TO: English language teachers 
 
 
Plain Language Statement  
Date: 
Full Project Title: Teachers and teaching of English in rGyalrong: Prospects & obscurities  
Principal Researcher:  Associate professor Indika Liyanage  
Student Researcher: Menchu La 
Associate Researcher(s): Dr. Hossein Shokouhi 
 
 
You are invited to take part in a research project entitled ‘Teachers and teaching of English in rGyalrong: 
Prospects & obscurities. This Plain Language Statement contains detailed information about the 
research project. Please read this Plain Language Statement carefully. You are welcome to ask 
questions about any information in the document. By completing and returning the consent form, you 
indicate that you understand the information and that you give your consent to participate in the 
research project. You may keep this plain language statement as a record. 
Purpose 
The purpose of this study is to investigate the problematics of English language teaching and teachers 
in rGyalrong secondary schools and the ways teachers overcome these difficulties. By investigating 
these aspects, we hope to explore possibilities for designing and offering effective support to English 
language teachers and improve education in and out of ethnic areas in China. 
Procedure 
Participation in the research will involve one survey (approximately 30-40 minutes) and one interview 
(approximately 60 minutes).  The survey will be done anywhere the participants feel comfortable after 
the survey forms are distributed.  The interview will be conducted at mutually convenient time and 
place, such as in a classroom, office or other quiet setting on the school site when they are available. 
Both survey and interview will be conducted in Chinese and translated into English, and the interview 
will be audio recorded for subsequent transcription and analysis. 
Potential benefits  
It is expected that the project may be of benefit to you as an English teacher as you will be involved in 
high levels of critical reflection during the interview to elicit a deeper understanding of your views, 
knowledge and practices relating to teacher professional development. The benefits of this study may 
extend to the broader community of English language teachers. Additionally, for example, findings of 
this study will have implications for providers of PD and ESL teachers and learners. 
Privacy and confidentiality 
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The privacy and confidentiality of participants will be protected using pseudonym. No information 
regarding organization’s name or contact details will be disclosed. To comply with Deakin University’s 
policies and guidelines, all data will be stored securely for five years from the final publication of results 
in a locked cabinet in the researcher’s office. Following this time, the data will be securely disposed of.  
Your Participation is Voluntary 
Your decision to participate will not affect your relationship with Deakin University. You have the right 
to withdraw from the project at any stage. The withdrawal of consent form can be found on page XXX.  
Please note once the data has been analysed it will not be possible to remove the data you have 
provided, but the data will be anonymous.  
Dissemination of results 
This research will be published in journal articles, book chapters or presented as a conference paper. 
You can receive a summary of results upon your request.  
Further Information 
The ethical aspect of this research project has been approved by the Human Research Ethics 
Committee of Deakin University. The research is being monitored by Deakin University researchers 
whose details can be found below. Please contact one of these researchers if you would like more 
information. 
 
Principal Investigator: A/Prof. Indika Liyanage 
Phone: +61 3 92445235 
Email: indika.liyanage@deakin.edu.au 
 
Associate Investigator: Dr Hossein Shokuhi 
Phone: +61392517171 
Email: h.shokouhi@deakin.edu.au  
 
Student Investigator: Menchu La 
Email: agytje@deakin.edu.au  
School of Education 
Deakin University 
221 Burwood Highway 
Burwood VIC 3125 
 
Complaints 
If you require further information or if you have any problems concerning this project, you 
can contact the principal investigator at the faculty of Arts and Education, Deakin University, 
Telephone: +613 924 45235, indika.liyanage@deakin.edu.au. 
 If you have any complaints about any aspect of the project, the way it is being conducted or 
any questions about your rights as a research participant, then you may contact:   
The Manager, Integrity, Ethics and Biosafety, Deakin University, 221 Burwood Highway, 
Burwood Victoria 3125, Telephone: 9251 7129, research-ethics@deakin.edu.au 
 
Please quote project number. [           ] 
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Appendix B: Consent form 
PLAIN LANGUAGE STATEMENT AND CONSENT FORM  
 
TO:  English language teachers 
 
 
Consent Form 
Date: 
Full Project Title: Teachers and teaching of English in rGyalrong: Prospects & obscurities 
Reference Number: 
 
 
I have read, or have had read to me in my first language, and I understand the 
attached Plain Language Statement. 
I freely agree to participate in this project according to the conditions in the Plain 
Language Statement.  
I have been given a copy of the Plain Language Statement and Consent Form to keep. 
The researcher has agreed not to reveal my identity and personal details, including 
where information about this project is published, or presented in any public form.   
I agree to allow the interview to be audio-recorded.  
I understand that I retain the right to amend my answers and withdraw consent at 
any stage of the project and that this will not have any adverse effect on me.  
 
 
Participant’s Name (printed) …………………………………………………………………… 
Signature ……………………………………………………… Date ………………………… 
  
238 
 
Appendix C: Survey 
 
 
Date: 
Full Project Title: Teachers and teaching of English in rGyalrong: Prospects & obscurities 
Principal Researcher:  Associate professor Indika Liyanage 
Associate Researcher(s): Dr. Hossein Shokouhi 
Student Researcher:  
Please fill in and answer the following blanks and questions.  
 
                                         SECTION A/BACKGROUND INFORMATION                                        
 
1. Personal information:  
NAME: ___________________________      GENDER: _______________________  
EDUCATIONAL QUALIFICATION AND MAJOR: _______________________________ 
YEARS OF TEACHING EXPERIENCE: ______     TEACHING LEVEL: ________________ 
2. How did you become an English language teacher?                                                      
                                                                                                                                                        
                                                                                                                                                        
3. Do you have any other teaching experiences in different educational settings (other 
schools and/or other subjects) If yes, when, where and which grade is 
it?                                                                                                                                                  
                                                                                                                                                 
                                                                                                                                                        
4. Do you have any overseas study or work experience? If yes, please specify (when 
and what type). 
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                   SECTION /COMPLEXITIES                                                                                 
 
5. Would you please introduce English language teaching (ELT) in your school 
(including but not limited to: you teaching practice, teaching idea, environment 
and outcome?                                                                                                                       
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
Survey questions 
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6. What are your feelings about these aspects? How do you evaluate them? Do you 
satisfy with them? Do the outcomes meet your expectations?                 
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                         SECTION C/WAYS OVERCOME COMPLEXITIES                              
7. When you have any difficulties in ELT how do you try to overcome them?                 
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
8. What is your understanding or ideas about self-development and professional 
development                                                                      
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
9. What does professional development mean to you? What is the significance of 
professional development to you?                                                                                    
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
10. Did you participate in any activities related to self-development and professional 
development? If yes, please specify (name, time and 
place).                                             
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
11. Would you please talk about one of your favorite activity mentioned in question 
10, such as its mode and content, the provider and the person who led 
it?                                                                                                                                            
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
12. Why did you participate in it? Is it at your own initiatives or assigned from others? 
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13. Before joining it, do you have any expectations for it? What are they?                       
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
14. What is your feeling when you were participating in it?                                                 
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
15. What grade would you give for its quality and your experience with it?                      
                                                                                                                                                        
16. Would you please talk about one of unhelpful professional development 
activities, such as its mode and content, the provider and the person who led it 
and?                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
17. Is it at your own initiatives or assigned from school or educational department?     
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
18. Before joining it, do you have any expectations for it?                                                   
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
19. How did you feel when you were participating in it?                                                       
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
                                                                                                                                                        
20. What grade would you give for its quality and your experience with it?                     
                                                                                                                                                        
 
21. Do you have any plans to study further or participate in trainings? If yes, please 
specify.                                                                                                                                    
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Appendix D: Semi-structured interview outlines 
 
 
Participant Code:  
Date:  
Full Project Title: Teachers and teaching of English in rGyalrong: Prospects & obscurities 
Principal Researcher:  Associate professor Indika Liyanage,  
Associate Researcher(s):  Dr. Hossein Shokouhi 
Student Researcher:   
 
The interviews will be semi-structured, and will provide prompts only, encouraging the 
participants to express their opinions.  The following questions are a guide only.  
 
1. Would you please review the survey you participated in before? Do you have 
anything to add or adjust? 
2.  
3. You mentioned that your major is (participant’s major), is it teacher’s major? 
How about your institute? Do you graduate from dedicated institute for 
teacher education? 
4. (If their major and/or institute is teachers’ major and/or dedicated institute 
for teacher education) what kind of teacher education program do you 
receive? 
 
 
Complexities 
5. (according to the answer to Q5 and Q6 in the survey) As you introduced ELT 
in your school, would you please expand it a little bit? 
6. As you said you satisfy / do not satisfy with your ELT, why? 
7. As you said (one of the complexities participant said in survey, all 
complexities each participant said is asked to explain one by one), would you 
please explain it? 
 
Ways to overcome those complexities 
8. According to your response to Q7 in survey, would you please tell me more 
about (one of the ways to overcome difficulties and ask each way one by 
one)? 
9. (If any answer is not clear) would you please explain what do you mean by 
(the unclear answer)? 
 
Self-development and PD 
Conceptions 
10. According to your answer to Q8, you mentioned your understanding about 
self-development and professional development as (the outline of the 
participant’s particular understanding). Is it accurate? Would you please 
explain it more for me?  
 
Prospective interview questions 
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Engagement in self-development or PD 
Engagement 
11. As you described in Q9 in survey, you took part in those PD activities (show 
the PD activities they mentioned in survey), do you want to add some more?  
12. Would you please talk about more about this (one of the PD activities they 
did not describe clearly), its mode, focus, duration etc.? 
Effective PD 
Conceptions, Engagement 
13. For Q10, you talked about your favorite professional development activity, 
would you please explain the reason why you chose it as your favorite one? 
14. For Q12, you said you have some expectations before joining it, would you 
please explain them? / You said you have no expectations, why? 
15. What elements affect your participation during (specific professional 
activity)? 
16. Would you please give some reasons why you give (the grade given in Q14 
in the survey) to the quality of (specific professional activity)? 
Outcomes 
17. What did you gain from (specific professional activity)? 
18. Were there any changes happened in your mindset and teaching practices 
after participating in (specific professional activity)? (If so, what were the 
changes, when did they happen and how did you realize them? If no, why 
and how to provoke the changes?) 
Ineffective PD  
Conceptions, Engagement 
19. As you talked about one of unhelpful program to you, would you please the 
reason why you have such opinion? 
20. For Q17, you said you have some expectations before joining it, would you 
please explain them? / You said you have no expectations, why? 
21. What elements affect your participation during (specific professional 
activity)? 
22. Would you please give some reasons why you give (the grade given in Q13 
in the survey) to the quality of (specific professional activity)? 
Outcomes 
23. What did you gain from (specific professional activity)? 
24. Were there any changes happened in your mindset and teaching practices 
after participating in (specific professional activity)? (If so, what were the 
changes, when did they happen and how did you realize them? If no, why 
and how to provoke the changes?) 
Suggestions 
25. If you are asked to join in designing and implementing a PD program, what 
kind of program will you design and how you implement it? 
26. Do you have any other suggestions to improve your experience of 
professional development?  
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Appendix E: Sample transcript of interview 
I:   First of all, thank you very much for this project, filling the questionnaire and 1 
participation in the interviews.  This is the questionnaire that you filled before, 2 
would you please go through it and see if there is anything else you want to add 3 
or change? 4 
P:  That is it, there is nothing else. 5 
I: Are you rGyalrong Tibetan? 6 
P: Yes, I am. 7 
I: What is your degree and major? 8 
P: Bachelor in English. 9 
I: How long have you taught English?  10 
P: 17 years. 11 
I: Which grade are you teaching? 12 
P: Grade 12. 13 
I: When did you start to teach English?  14 
P: 1999. 15 
I: Assigned?  16 
P: Yes, I was assigned by the state.  17 
I: Where did you graduate? 18 
P: Chendu Education College. 19 
I: Is your major teacher’s major? 20 
P: Yes, it is. My college has teacher’s majors and non-teacher’s majors. I am graduated 21 
from the teacher’s major. 22 
I: Were you directly assigned to DB Senior High School or assigned to other school? 23 
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P: I was assigned to other school to teach junior high students at first. It was in BSM 24 
High School. Then I was transferred to DB Senior High School. 25 
I: Do you have any experiences of studying abroad, studying as a visiting scholar or 26 
pursuing further education? 27 
P: I've been pursuing further education all the time. Let's put others aside. The most 28 
important training I attended was the one held in Guangzhou University in 2016 and 29 
I obtained the certificate of international English teacher from non-English speaking 30 
countries. 31 
I: is it TESOL? 32 
P: what? Umm,yes, it is TESOL (Teaching English to Speakers of Other Languages) was 33 
what I got trained. Professional TESOL certificate. 34 
I: How long did it take? 35 
P: It took one to two months. 36 
I: There were examinations, right? 37 
P: yes, there were. 38 
I: Could you simply tell us your feelings of teaching students in Grade 3 of senior high 39 
school? 40 
P: Because it is rGyalrong Tibetan school here, there is a fact that if an English 41 
language teacher uses her or his undergraduate English knowledge to teach local 42 
students, there is a gap between teachers and students. So teachers have to lower 43 
their level to students’.  Then teachers can communicate with students, otherwise, 44 
even normal instruction cannot be implemented. There is another problem. We 45 
joined counterpart assistance programs and we use the Webcasting Real-Time 46 
Classes teaching and learning mode, which is provided by QZ secondary school. But 47 
students of many classes including my classes, cannot accept such learning mode as 48 
their English proficiency is not as good as their counterparts in QZ secondary school. 49 
Therefore, some students could understand 60%. And some students, actually, totally 50 
cannot understand such teaching mode which uses English as the instructional 51 
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language. So whatever in well-performed classes or poorly-performed classes, we 52 
communicate with students in both English and Mandarin together in classrooms. 53 
This is the main case in rGyalrong Tibetan areas. 54 
I: Chinese and? 55 
P: Communicating with students in both Chinese and English is the biggest problem 56 
that exists in the Tibetan areas. Teachers need to get more trainings and need to work 57 
hard on self-improvement. Why? Because teachers lower their level to that of 58 
students for a long time since they graduated and started to teach, their English level 59 
tends to dip. Therefore, for teachers, our grammar, vocabulary, listening, speaking, 60 
reading and writing skills get worse gradually, not better (laugh).…… 61 
There is a big gap between teachers and students in English proficiency. The above 62 
are my understandings and views. 63 
I: Have you ever tried to find any ways to solve this problem between teachers and 64 
students? 65 
I: you mean how to solve communication problems caused by Chinese-Western 66 
cultural divergence? 67 
I: yes, cultural differences. And the gap between levels of teachers and students.  How 68 
to counter this difference? 69 
P: It needs to be done step by step. The burden of explanation on basic knowledge to 70 
senior high school freshmen is too heavy for not only me but also many English 71 
teachers in the Tibetan areas to bear. It is the explanation on words, vocabulary and 72 
sentences. There is also a big gap between junior high schools and senior high schools 73 
in teaching ability. Teachers in junior high schools focus on asking students to 74 
memorize words, phrases, sentences even texts. Generally speaking, that is rote 75 
memorization, right? We, teachers in senior high schools, not only have to expand 76 
knowledge on basis of this kind of rote memorization, but also have to do more 77 
explanation on sentences, including sentences' structures. Students can't even 78 
understand the basic structures of sentences, such as subject+predicate+object or 79 
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attribute+adverbial+complement, which is very simple. But they don't understand 80 
and have various kinds of problems.  81 
So since Grade 1 in senior high school, we have put much effort into basic knowledge. 82 
There is still a problem between teachers in senior high schools and teachers in junior 83 
high schools in communication. If junior high students are taught by professional 84 
teachers, we, teachers in senior high schools, won't have this problem and it will be 85 
easy for us to continue our senior high education. However, a few years ago, the 86 
phenomenon that junior high students were taught by non-English teachers still 87 
existed. Our hands are tied if students were taught by non-English teachers when 88 
they were in junior high schools. There is certain difference between teachers in 89 
junior high schools and teachers in senior high schools, and there is certain difference 90 
between various students. So there is a really big gap in English teaching in the 91 
Tibetan areas. This gap which needs teachers in senior high schools to make up is a 92 
historical problem. But it can't be solved only by teachers in senior high schools. What 93 
we can do is to try our best to make our classes more lively. If we can't solve it in class, 94 
we will be unable to solve it out of class. That's it. (laugh). 95 
I: Do you have any plans of pursuing further education or getting trained now? 96 
P: There was a postgraduate learning program while I was getting TESOL training. I 97 
didn't apply for it due to lack of time and some personal reasons. I'm 40 years old or 98 
something and married. Taking care of a family is a heavy burden I need to bear. 99 
These are personal reasons. Another reason is that our school will be one teacher 100 
short if I leave. It's not just me, but most English teachers are facing this problem.  101 
I: how many English language teachers and classes in your school? 102 
P: 8 English language teachers and 14 classes in total.  103 
I: so one teacher needs to teach at least two classes? 104 
P: Yes, each teacher teaches at least two classes. And there are often some 105 
secondment teachers, for example, from X junior secondary school and other junior 106 
secondary schools. So for senior secondary schools, there is a gap among teachers 107 
because senior secondary school teachers and junior secondary teachers have 108 
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different teaching ideas as there is a difference between ELT for senior secondary 109 
schools and that for the junior ones. Therefore, it is difficult to promote English and 110 
level English up in the Tibetan areas. Your paper starts with a huge system involving 111 
various people and various matters in various areas.  112 
I: Do you have the web-based class, the cloud-platform-based class or the Tibetan 113 
plus class? 114 
P: Yes, like RC in junior secondary schools, we have WRTC too (in Chinese both WRTC 115 
AND RC called wangban, 网班), but no CC. There is an essential difference between 116 
WRTC and RC. RC for junior secondary schools is recorded which allows teachers to 117 
have time to be well prepared with material and strategies, while WRTC is in real time, 118 
we have to follow QZ teachers’ teaching schedule. And after my class, there will be 119 
WRTC for other subjects, like Physics or others, so no time to explain or add more 120 
information. So senior secondary school teachers are facing bigger problems than 121 
junior secondary school teachers in teaching practices. I teach WRTC, (laugh) we 122 
faced such problems.  123 
I: all subjects are learned by live broadcasting? 124 
P: It is the same for every subject. So teachers in senior high schools are facing bigger 125 
problems than teachers in junior high schools in their teaching. I teach the web-based 126 
class. (laugh), we faced such problems. 127 
I: What would you do while having these live stream classes? 128 
P: I have no other choices but do interpretation in class. In these live stream classes, 129 
it's impossible for me to explain the grammar points again as I do interpretation in 130 
such limited time of 40 minutes. 131 
I: You won't have time to do interpretation while they are talking, right? 132 
P: No, I won't. My students totally don't understand what they are talking about, even 133 
which page to turn to or which exercise to look at. They are not only having problems 134 
in listening comprehension, to a large extent, there is a barrier between them and 135 
the listening comprehension. They are unable to cross this barrier. Comparatively 136 
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speaking, if you give them a piece of reading material to read, they may understand 137 
70%, 30% of it. But if it is listening comprehension, you will be totally lost if you don't 138 
understand what it is talking about. You must understand what I'm saying because 139 
you used to be a student, too. If you have problems in English listening, you won't be 140 
able to understand what it is talking about. Chinese students have big problems in 141 
reading when they learn English, but most of them have problems in listening 142 
comprehension. 143 
I: So to speak, you may as well teach them by yourselves? 144 
P: Our school adopts the policy that if 70% to 80% of the students in some class have 145 
no problems in listening comprehension, students in this class can have live stream 146 
classes given by CDQZ with our assistance. If students as a whole in some class are 147 
poor at English, classes will be given by our own teachers. 148 
I: How do you know which class is qualified and which class is not? 149 
P: By test, the conventional way in China. (laugh) 150 
I: Web-based classes are taught via live-broadcast and ordinary class are taught by 151 
teachers face-to-face? 152 
P: actually our web-based classes are inadequate to learn via live-broadcast directly. 153 
So we are faced problems, so difficult, right? (laugh) 154 
I: what is teacher professional development for you? 155 
P: In my opinion, professional development, I think, for this discipline, is to facilitate 156 
me to let students master the basic functions of English, such as simple speaking and 157 
using, and help students to be prepared for the university entrance exam. This should 158 
be the professional development of English teachers. To help them be prepared for 159 
the college entrance examination is the most meaningful thing to do. Other empty 160 
talk is meaningless. As an English teacher, the most practical and meaningful thing to 161 
do is to help my students to enlarge their vocabulary and to improve their listening, 162 
speaking, reading and writing to a higher level in senior high school on basis of what 163 
they have learned in junior high school. 164 
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I: so you think teacher professional development means development of your 165 
conceptions of teaching and teacher, or development of your teaching method. 166 
Actually, teacher professional development could be understood as self-167 
development in general. So have you ever think what teacher’s self-development is? 168 
Or what should teachers do to improve themselves? 169 
P: To get trained is what people usually do to achieve self-improvement nowadays. 170 
And communicate with outside teachers who can impart some advanced teaching 171 
methods. 172 
I: what do these trainings and communication mean to you? 173 
P: The meaning is that it enables us to learn more about outside teaching ideas. Their 174 
teaching ideas are supposed to be more advanced than ours because we are in a 175 
remote mountainous area. Their teachers and students are supposed to be better 176 
than ours in every aspect because they have access to more resources. In short, it (PD 177 
activity) enables us to learn more advanced teaching knowledge and ideas from 178 
urban teachers.  179 
I: Have you been in any trainings or activities or pursued further education to improve 180 
yourself in recent years? 181 
P: About main activities, there is no communication, exchange and visiting among 182 
schools. Because there is only one senior secondary school in Danba county. So it is 183 
impossible for us to communicate, exchange or visit our counterparts in other senior 184 
secondary schools. Exchange and communication are carried out between us and 185 
some corresponding schools such as KD, LD and CDQZ, mainly via computers or 186 
videos. They send us some videos of their explanation on texts for exchange. 187 
I: What is the name of this kind of exchange? 188 
P: It is some kind of training via videos sent by CDQZ. QZ sends us certain materials 189 
regularly for exchange and teachers need to explain specific steps. CDQZ sets up this 190 
access specially for us, and some teacher of some certain subject is scheduled for 191 
exchange via this access. For example, some teacher from QZ is scheduled for on-line 192 
exchange with me at the first class every Monday afternoon. One teacher from CDQZ 193 
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is scheduled for exchange with many teachers in the Tibetan areas. It's not one to 194 
one impartation, but it's for all teachers in the Tibetan areas. 195 
I: Is it live stream or recorded? 196 
P: It is a live stream video given by them via the computer or something, saying their 197 
arrangement, teaching methods and teaching content of this class, students' 198 
performance in tests and their scores— more than 100 points or 200 points, his 199 
summary of his own class and so on, and we watch it via mobile phone app or TV app. 200 
We exchange our thoughts with them in writing, typing our words to them. Messages 201 
they receive are multiple. For example, this is some class in Grade 3 in DBGZ and 202 
these are our students' scores. 203 
I: Besides this, are there any on-line trainings? 204 
P: There are fewer trainings on English now. There are trainings on teaching strategy, 205 
teaching methods and teachers' functions. But trainings on expertise are very few. In 206 
recent years, I only attended the TESOL training in Guangzhou University and no more. 207 
I: So most trainings have little relation to subjects? 208 
P: Yes. Most trainings are on teachers' functions. 209 
I：How many trainings are you required to attend every year? 210 
P: There is no requirement for trainings on expertise while there are many trainings 211 
on teachers' functions we are required to attend. In fact, those trainings have little 212 
relation to professional skills. 213 
I: What are the names of those trainings? 214 
P: Most are national trainings via the computer. 215 
I: Many universities in Chengdu organize national trainings, don’t they? 216 
P: All trainings are via the computer. I started working in 1999 when computers were 217 
very rare. Recently, computers become popular among teachers. Exchanges and 218 
trainings are upgraded overall. However, teachers make little progress in their 219 
professional skills. For example, there are only exchanges and mutual discussions 220 
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between teachers. Teachers in the same school discuss with each other by means of 221 
teaching and research activities. Actually, I can hardly give you some examples of 222 
training focus on English language teachers’ expertise or ELT. It is too few. Well, there 223 
was one, I attended a training on English for senior secondary schools in Secondary 224 
school of Qinghua University in this past October. Compare to how they teach, it is 225 
very difficult to implement their advanced ideas in schools in Tibetan areas. Because 226 
there is a huge gap between their teachers and us, their students and ours.  227 
I: How long did this training last? 228 
P: It started in October 2017, lasting about one week. 229 
I: do you need to attend the one hour per day program? 230 
P: yes, we attended. It finished. It was 2015-2016 probably.  231 
I: that is about English language teaching, isn’t it? 232 
P: not exactly. Each subject has corresponding section. 233 
I: how often do you have teaching and research group activity? 234 
P: once a week. 235 
I: what is the form? 236 
P: gathering to communicate and discuss. 237 
I: do you have lesson evaluation? 238 
P: yes, we have. It has a set of activities, such as listening to lessons, lesson 239 
explanation and lesson evaluation.  240 
I: every teach needs to give lecture？ 241 
P: It depends on TRG (leader and teachers), TRG decides, manages and assigns 242 
teachers who are going to give lectures in each term. Then the teacher will explain 243 
his or her lesson and at last all other English language teachers will evaluate on it. 244 
School will arrange it and it is regular plan of school.  245 
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I: is there anyone more useful for you or more interesting? Like communication with 246 
K,L,Q and QH secondary school, TESOL certificate training, one hour per day, national 247 
training and teaching and research group. 248 
P: Learning in Tsinghua University High School was more helpful because it was 249 
closely related to my work. I could observe their classes in person in this training. 250 
I: Who arranged this training? School or province? 251 
P: It was an arrangement facing the whole prefecture. 252 
I: Among teachers in DB Senior High School, only you were sent to attend this training? 253 
P: No. The school thinks which teacher should go, then he or she goes. 254 
I: you are the only English teacher from DB senior secondary school or? 255 
P: Only one teacher can be sent to attend this training each time, but such kind of 256 
training is organized once or twice every year, so the teacher who goes to attend this 257 
training each time is different. 258 
I: QH secondary every time？ 259 
P: yes, it is. 260 
I: Did you expect anything when you knew you were going to be sent to attend this 261 
training? 262 
P: Definitely. We need access to various kinds of information if we want to learn 263 
English well, but we are in a remote place with limited news resource. Going out can 264 
help teachers in their teaching methods and teaching modes and can help them to 265 
better control their classes, and it can give you a clear cognition of students' actual 266 
level. I think it's good for both teachers and students. 267 
I: Are things going on as you expected? 268 
P: I am more frustrated than satisfied. There is quite a big difference between 269 
education concepts in the Tibetan areas and educational concepts in the capital, and 270 
there is quite a big gap between teachers and students in the Tibetan areas and 271 
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teachers and students in the capital. It's impossible for us to completely copy their 272 
advanced means. We can only apply those that are suitable for us to the education 273 
for our students. It's unrealistic to completely copy them and use them on our 274 
students. It goes without saying that education should vary with each individual. 275 
There will be serious disadvantages if we copy their advanced ideas. Because I just 276 
mentioned two factors, one is the teacher and the other is the student. 277 
I: Have you learned anything? 278 
P: Certainly. Also, I will try my best to help my students to get improved to a brand 279 
new level. Because as a minority teacher, I always have the sense of mission that I 280 
must teach my minority students well and I'm with full confidence. Besides, only 281 
when we have the sense of potency can we confront our students and can we guide 282 
our students to the right path of learning language. Right? (laugh) 283 
I: Were you interested in the training you received in Tsinghua University High School? 284 
Were you highly involved? 285 
P: you mean their students or me? 286 
I: you, during attending and observing. 287 
P: I threw myself into their classes as I observed. As an observer, I fully threw myself 288 
into their classes. I wanted to say something, to ask questions and to control my 289 
classes as they did. I was highly involved and I was keen to participate in it. 290 
I: What do you think are the factors that make you threw yourself into their classes? 291 
P: As a teacher, I really wanted to go, because there is the regional disparity and I 292 
really want to integrate my teaching ways with their advanced modes, but it's difficult 293 
to implement it due to some geographical factors and limited conditions. That's the 294 
case. 295 
I: You were highly involved because you wanted to learn their ideas and then 296 
introduced their ideas to your own classes? 297 
P: yes. 298 
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I: what is the significance of this activity? What effect did it bring on you? 299 
P: I was highly involved because I want to integrate their ideas into my teaching with 300 
high efficiency. As an English teacher, I want to give my students full-English 301 
immersion education as they did, because we use both English and Chinese to teach 302 
our students in class as I mentioned before. It will be helpful not only for the students 303 
but also for the teachers. However, it’s difficult for me to implement it here. It's 304 
difficult to implement advanced ideas here. I insisted one week or two and then I 305 
returned to my original teaching ways, which are acceptable for my students. 306 
I: Did you think about any solutions to deal with this problem? 307 
P: It can't be solved by some individual. It involves four factors including government 308 
functions like bureaus of culture and education and schools, teachers, parents as well 309 
as students. If we want to radically improve the English level and implant new English 310 
teaching ideas, we must combine these four factor together. 311 
I: If the full score is ten, how many scores will you give to this activity? 312 
P: In teaching ideas, I give the full score of ten to this program according to teaching 313 
ideas. But it falls short of ten refer to its application in our real educational settings 314 
in rGyalrong Tibetan schools. Though they locate in the capital city, Beijing, and their 315 
teaching quality is indubitable, their teaching ideas and modes are truly not suitable 316 
for us in rGyalrong Tibetan areas. It is truly not suitable for us. All teachers hope that, 317 
under their help, students can learn English as students in the capital do, but it's 318 
nearly impossible. English, as their (students’) third language, is so alien to them. 319 
They cannot understand some conversations and I think it is because of cultural 320 
differences. Also, they (students) study here, both students and parents have a 321 
prejudice against English, they think there is no difference to learn or not to learn 322 
English.  Even 80% of parents think their children should learn, they only take it as a 323 
way to perform the National Matriculation Test. And the other 20% of parents do not 324 
know it at all and have a pretty vague understanding of it. So to say, English teachers 325 
in the Tibetan areas have no allies. The reform of teaching ideas, teaching methods 326 
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and teaching ways can't succeed by relying on English teachers only. It's difficult to 327 
bring about a radical change by relying on English teachers only. 328 
I: you mean you give 10 to their teaching idea and practice. But it is not very useful 329 
for teachers here.  330 
P: You can't simply say others are good at it or ours are poor at it, because there is 331 
the regional disparity in it. 332 
I: Did students and English teachers with regional disparity get any support by means 333 
of trainings, exchanges or sharing information? Did you receive such kind of support? 334 
P: I know what you mean. However, there is hardly any training or exchange between 335 
areas where English is widely used and the Tibetan areas where English is rarely used. 336 
I mentioned that I went to Tsinghua University High School to learn their advanced 337 
ideas. Teachers in Tsinghua University High School never meet students of Tibetan 338 
nationality and they don't know the actual situation in the Tibetan areas. It's 339 
impossible for us to communicate with each other at the same level. 340 
I: do you have any one who understand the uniqueness of Tibetan areas, or let’s say 341 
ethnic minority area and remote area, and know your working context as well, giving 342 
you some trainings? 343 
P: No. No. 344 
I: well, it is pity.  345 
I: You may ask why we can't reach mutual understanding, that's because 346 
authoritative teachers in the areas where English is widely used can reach a 347 
consensus with other teachers in these areas, but in the Tibetan areas, exchanges 348 
between teachers can't reach a consensus that how students' English can be 349 
improved.  350 
I: You mean exchanges between teachers from the areas where English is widely used 351 
and teachers from the Tibetan areas or exchanges between teachers in the Tibetan 352 
areas? 353 
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P: I mean teachers from the areas where English is widely used can't reach a 354 
consensus with teachers from the Tibetan areas. If we want to improve our students' 355 
English, we need the teachers who not only understand outside advanced teaching 356 
ideas and teaching methods and have the ability to keep classes under control but 357 
also understand the situation in poverty-stricken mountainous areas where English 358 
is rarely used, but we can't find such intermediary. 359 
I: I mean is there any media can help teachers improve teaching ideas and practices 360 
based on actual condition of local students.  361 
P: no, I guess. It is very regretful, isn’t it? 362 
I: Did you change your mindset, your teaching ideas or the way you practiced teaching 363 
after this activity? 364 
P: In teaching practice, as I mentioned before, I have been working as a teacher for 365 
17 years. The progress I make in my teaching ideas should be compared vertically not 366 
horizontally. It means the comparison between this year and last year or between 367 
now and the past in self-improvement. There will be unnecessary conflicts in the 368 
horizontal comparison between different teachers and different subjects. So as an 369 
English teacher, I compare my past to my present, like what I will continue doing in 370 
the future and what achievements I will make in the future. I only compare myself to 371 
myself. 372 
I: Is there any change in the vertical comparison? 373 
P: Definitely yes. It's like people at their different ages, growing and becoming 374 
maturer. In my 17 years teaching career, no matter my peer or I, we accumulate 375 
experiences step by step and make best use of our advantages and bypass our 376 
disadvantages. We find our positions in the process of teaching. Teachers and doctors 377 
are the same. We both extract the essence in continuous accumulation. In China, 378 
compared to beginning teachers or doctors who just start working with more theories 379 
but less practice, teachers or doctors who are older or have worked for a longer time 380 
are more competent. I'm not saying beginning teachers or doctors are not capable or 381 
something, because we are the same and we all start working with more theories but 382 
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less practice. Theories should be correlated with practice in teaching. We combine 383 
our theories with our practice and constantly improve ourselves in teaching. Any 384 
teacher in China compare themselves to themselves, which is the vertical comparison 385 
in self-improvement. They don't compare themselves to other teachers or teachers 386 
of this subject don't compare themselves to teachers of that subject, which is the 387 
horizontal comparison. All of them make best use of their advantages as their 388 
experiences accumulate. There are certain laws we can follow. 389 
I: Are your present views, attitude or goals towards self-improvement different from 390 
your views, attitude or goals towards self-improvement when you just started 391 
working as a teacher? 392 
P: Let me give you a simple example. Experienced teachers can explain some question 393 
or some grammar point precisely while beginning teachers can't be sure. Learning in 394 
senior high schools is different from learning in junior high schools. In junior high 395 
schools we choose the right answer while in senior high schools we choose the best 396 
answer. It means there may be more than one right answers in four options. And we 397 
find out the best answer out of them by using every means. Relatively speaking, 398 
experienced teachers can be certain about their answers. This is just an analysis on 399 
some example. There are many other examples. For example, compared to beginning 400 
teachers, experienced teachers like me can better control the classes. I couldn't deal 401 
with small contradictions emerging in my classes when I was new in teaching, which 402 
resulted in certain conflicts between me and my students. After one or two years or 403 
ten years, I can easily solve contradictions between me and my students and finish 404 
my classes in high quality. Experienced teachers have a clear division of national 405 
syllabus while beginning teachers don't. After going through many years of college 406 
entrance examinations, experienced teachers know what test points are, what 407 
knowledge students need to master, what high-frequency words and phrases are and 408 
how to improve language skills. In this aspect, experienced teachers are better than 409 
beginning teachers who just start working as a teacher.  410 
I: would you mind if I ask a further question based on this. When you just started 411 
working, you thought self-improvement or professional development of teachers is 412 
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to teach classes well, but with more time you spend on teaching, you have other 413 
pursuits, you want not only to teach classes well but also to enlighten students' 414 
thinking and you want yourself to be better, am I right? 415 
P: Yes. After all, today’s teaching is changing all the time, right? National policies and 416 
national examination trends are changing year by year. If teachers don't improve 417 
themselves, they will be out of sync with these changes. What's worse, there will be 418 
an insufficient connection between teachers and subjects and an insufficient 419 
connection between teachers and students, which will result in a bigger gap, so 420 
teachers must be very strict with themselves in teaching ideas and self-improvement. 421 
At least teachers in senior high schools should be. I'm not familiar with English 422 
teaching in junior high schools or primary schools. I used to teach junior high students, 423 
which lasted three years. Teaching in junior high schools is totally different from 424 
teaching in senior high schools, like how to help students master knowledge. So it's a 425 
heavy burden for teachers in senior high schools in all Tibetan areas to bear.  426 
I: From your point of view, which one is less meaningful to you? 427 
P: It’s the one lasting one hour every day. I'm not comfortable with its education 428 
mode. We were forced to attend this one-hour theory lecture which was designed 429 
for all English teachers from junior high schools and senior high schools. We and 430 
teachers from various schools like GZZ were the students. If they want us to think it 431 
more meaningful, they should give an actual class for actual students and we observe 432 
it. It will be more meaningful this way. Teachers gathered together in an empty 433 
classroom with a set of computer in front of them for this one-hour lecture every day. 434 
For example, today's lecture was about the principle of subject-predicate consistency, 435 
and our task was to understand the principle of subject-predicate consistency they 436 
lectured instead of broadening knowledge. 437 
I: he taught how to teach subject-predicate consistency or just taught subject-438 
predicate consistency? 439 
P: just taught subject-predicate consistency. 440 
I: Was what they lectured the very content that you taught your students? 441 
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P: No. I mean these lectures should be given in the form of actual classes but they 442 
didn't. In these lectures, they were teachers and we were students. I believe all 443 
teachers here understands these knowledge points such as subject-predicate 444 
consistency, attributive clause or adverbial clause. But knowing how to teach classes 445 
well or giving full play to teachers' functions is difficult. So it was not very helpful to 446 
us. (laugh) 447 
I: I see, he just taught a special topic of one knowledge point? 448 
P: Yes, special topic of one knowledge point. It was not very meaningful, and I 449 
didn’t have the desire to listen. I think it is unnecessary that senior secondary 450 
teachers attend lectures given by junior secondary teachers. For example, the 451 
lecturer, the junior secondary teacher taught “subject-predicate consistency” 452 
to senior secondary teachers. It is unnecessary and meaningless. And junior 453 
secondary English language teachers pay much attention to actual examples 454 
which is not the key point of ELT in senior secondary school.  455 
I: so who arranged this? 456 
P: prefecture, I guess. 457 
I: is it spontaneous or? 458 
P: it was arranged by the prefecture. They assigned some teachers to give lectures 459 
then show the recordings of their lecture to all teachers. 460 
I: Did you learn by yourself or learn together in teaching and research activities? 461 
P: Teaching and research activities are teaching and research activities. These 462 
lectures were separately scheduled. For example, today is Thursday and this 463 
afternoon is for math. Or today is Friday and Friday is for English. All English teachers 464 
went to a video hall to attend these lectures together. (laugh) 465 
I: How did you feel in these lectures? 466 
P: It was not very meaningful and I didn't want to listen. I don't think it's necessary 467 
that teachers in senior high schools go to attend lectures given by some teachers in 468 
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junior high schools, talking about subject-predicate consistency. And teachers in 469 
junior high schools spend more time on explaining individual cases. 470 
I: What was your expectation of this one-hour activity before you attended it every 471 
day? 472 
P: I expected that it could help English teachers in the Tibetan areas to find their own 473 
path more often. Until now, all English teachers in the Tibetan areas still don't find 474 
their own path. I mean, we can find our own teaching methods, teaching ways and 475 
teaching strategies according to our reality. That's what I expected. (laugh) However, 476 
I'm not satisfied (laugh). 477 
I: How many scores will you give to this activity? 478 
P: Not so many. Actually it's below the cut-off score or just touches the cut-off score. 479 
I: why? 480 
P: Well, the state offers it to us, but I don't think it is meaningful for English teachers. 481 
I: What do you think relevant authorities should do to help English teachers get better 482 
professional development? Or if there is an opportunity that you can choose the 483 
content and the form of professional development, what would you choose? 484 
P: the form? You mean the form of mutual improving among teachers? 485 
I: not exactly. I mean if you can give some suggestions on the form and content of 486 
professional development programs that would benefit you or be interesting to you? 487 
P: I don't think it's necessary for teachers of other subjects to attend off-job trainings. 488 
But it's quite necessary for English teachers to attend off-job trainings. Because we 489 
need the language environment in which English teachers can resonate with English 490 
teachers. We can reach a consensus in teaching methods, teaching ways and teaching 491 
strategies. However, off-job trainings are unrealistic in the Tibetan areas. So it's 492 
better to... 493 
I: Why is it unrealistic? 494 
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P；Because in the past each had his own task, and there was nobody to spare. But 495 
nowadays, English teachers should be allowed to attend off-job trainings which are 496 
very helpful for English teachers to improve themselves. Short-term trainings like one 497 
week trainings or two weeks trainings won't be productive. Such kind of trainings at 498 
least should last one month or two months even half a year. Then such kind of 499 
trainings can better help English teachers in the Tibetan areas in in-depth self-500 
improvement. 501 
I: what about the content? 502 
P: Trainers should be able to communicate in English without breaking away from 503 
teachers' functions. Such kind of exchange would be better for the development of 504 
our teachers. 505 
I: Do you think if it's necessary for such kind of trainings to be related to teaching 506 
practice in the Tibetan areas or minority areas? 507 
P: you mean if this kind of training is necessary?  508 
I: not exactly. I mean the off-the-job training you wanted is related to both English 509 
language teaching and teacher function. So you want to have all teachers across the 510 
country getting training together or categorizing into different groups to be trained 511 
as you want trainers who understand the Tibetan context.  512 
P: There are two aspects involved, one is within the area, the other is between areas, 513 
which should be a great convergence. Both teachers from the Tibetan areas and 514 
teachers from outside should come together to establish a common language 515 
platform. 516 
I: you mention QH secondary school students are excellent and teachers as well, right? 517 
P: at least for me they as teachers can handle their teaching and students problems. 518 
I: Would you like to improve yourself to their level in teaching or in other aspects?  519 
P: Very much. It isn't just me. I believe most English teachers in the Tibetan areas 520 
crave for their achievements. We are the teachers who teach the foreign language. 521 
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It's not right to teach English in Chinese. Since I'm an English teacher, it's my duty to 522 
teach English well. It shouldn't be Chinese and English mingled together. Some 523 
teachers even turn to the local dialect. As an English teacher, I believe all English 524 
teachers in the Tibetan areas have the dream that they can fully keep their classes 525 
under control, present themselves heartily and mannerly in class, fit in with their 526 
students and finish the 40-minute class in high quality and high standard. I think it's 527 
the biggest dream of English teachers in the Tibetan areas. 528 
I: Did you make any efforts to realize this dream? 529 
P: Actually, I persisted in listening to English tapes for a long time after I graduated. I 530 
played the tapes for half an hour during toiletries time after I got up at six-thirty 531 
(laugh). I kept listening to some English-language media such as the BBC for half an 532 
hour. I kept this habit for ten, eleven years. I started from the year of 1999 when I 533 
started working and kept is for approximately ten or eleven years. But in 2010 I 534 
quitted it because I didn’t think it was necessary for me to do it in this environment 535 
and situation. It’s been seven years since I gave it up.  In the beginning, I thought I am 536 
young and energetic. And I thought I have to master English.  But after a long time 537 
work I though it is no need to do it. Moreover, I mastered textbook content 538 
thoroughly and even I can teach without textbooks.  So for my current position, it is 539 
pretty enough for me to get my job done well.  So I thought there was no need to 540 
listen and practice English anymore. So if you ask me if I make some effort for English, 541 
I did but gave up halfway.  542 
I: So you think it's unnecessary to try something like this in such environment? And 543 
it's also impossible to put it into practice? 544 
P: Well, my son is at his first year in senior high school, so I have no one to speak 545 
English with at home; I make more contact with students and teachers of various 546 
subjects at school, so the environment doesn't allow me to use English. Sometimes 547 
we say we need to try hard to make some achievement, but we give up halfway 548 
eventually. That's because we don't have the language environment. 549 
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I: Do you think there are any differences between English teachers of Tibetan 550 
nationality and English teachers of Han nationality? 551 
P: Frankly speaking, I'm Tibetan but I grew up in some area of Han nationality and 552 
made more contact with culture of Han nationality. Compared to native teachers of 553 
Tibetan nationality in DJ, I'm not Tibetan. And I'm not local, not 100% pure Tibetan 554 
descent. So I don't know the basic differences between English teachers of Tibetan 555 
nationality and English teachers of Han nationality. I'm telling you the truth. 556 
I: do you have rGyalrong students in your class? 557 
P: almost all are rGyalrong students. You may know that rGyalrong people in DB 558 
County assimilate into Han Chinese culture. So they may speak rGyalrong at home 559 
but in public most of them speak Chinese.  560 
I: Are there any differences between students of Tibetan nationality and students of 561 
Han nationality? 562 
P: Well, not so many. I'll give some examples that will surprise you. I used to teach a 563 
student named Yang Fang who is 100% pure Tibetan. In the beginning, she only asked 564 
very simple questions like what the meaning of this word was or how to spell this 565 
word. She didn't ask any complicated questions about English. Even if she didn't 566 
understand anything, she still got a score of 98 points in the college entrance 567 
examination by only asking such simple questions, which was a breakthrough for her. 568 
There is another student named Yang Daiping who is also 100% pure Tibetan. He only 569 
got a score of 45 points in the senior high school entrance examination but he got a 570 
score of more than 90 points in the college entrance examination. It was amazing 571 
that he could improve his score by more than 45 points. And there is some student 572 
named Duan Yilin. He got a score of more than 50 points in the senior high school 573 
entrance examination but he got a score of more than 120 points in the college 574 
entrance examination, which really surprised me. But I haven't found out the 575 
differences between students of Tibetan nationality and students of Han nationality 576 
yet. 577 
I: those students are rGyalrong Tibetan? 578 
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P: yes, they all are rGyalrong Tibetan. 579 
I: What factors do you think contribute to such results? 580 
P：That's because they made best use of classes and did homework carefully, which 581 
means they did a great job by following conventional teaching ideas (laugh). 582 
I: the first student you mention, he cannot ask other questions or speak Chinese?  583 
P: Firstly, they had language barrier; secondly, they were poor at English in the 584 
beginning; thirdly, it may be the longing that they wanted to learn English well. The 585 
combination of these three factors contribute to the score of more than 90 points. 586 
So I think students of Tibetan nationality have inherited their talent in learning 587 
language and they are capable of learning English well. I didn't mean students of 588 
Tibetan nationality couldn't understand English because of language barrier. 589 
Relatively speaking, students of Tibetan nationality have great potential as long as 590 
they invest energy and time into it. 591 
I: Are your teaching methods for students of Tibetan nationality different from those 592 
for students of Han nationality? 593 
P: No. Among the students I have contacted with, students of Tibetan nationality 594 
absorb knowledge better than students of Han nationality and achieve better results 595 
than students of Han nationality, but it's the case limited in DB area, the Tibetan area. 596 
I: have you ever experienced trainings about the difference between rGyalrong 597 
Tibetan Chinese students and Han Chinese students in English language teaching? 598 
P: no one, so far (laugh). Trainings are short of these aspects. 599 
I: You said only when differences were made in those four aspects could the gap be 600 
narrowed. Do you have any specific suggestions on those four aspects? 601 
P: Speaking of suggestions, 602 
I wrote a paper to state my opinions on those five aspects, government, school, 603 
teacher, parents, and student.  But I don't remember where I published this paper. I 604 
elaborated on the connection among those four aspects in detail, writing what 605 
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consensus government functions, parents, students, and schools should reach to 606 
promote English. I can simply explain it to you. I don't remember where I published 607 
this paper. I've written so many papers that I get confused. Let me simply explain it 608 
for you. What the government should do is to introduce policies to give substantial 609 
support to English learning, such as short-term trainings for teachers, otherwise 610 
schools can't do anything. Only with government's support can English teachers 611 
improve themselves greatly in short-term trainings and can English teachers have 612 
opportunities to go out and exchange ideas with outside teachers and authority 613 
linguists. That's the role the government should play. What schools should do is to 614 
pay more attention to English teaching. The attention should be paid to something 615 
like facilities. I'm not afraid to say something bad about my school. Up to now, we 616 
don't have a language lab in our school. The school is supposed to have language labs 617 
for English teachers, which has something to do with not only government functions 618 
but also schools, but we don't have one. How can students exert their strengths in 619 
language under such circumstances? That's the case from the big side. From the small 620 
side, the most cost-effective way is to establish English corners, right? Teachers and 621 
students can communicate with each other in English corners, but we don't have one. 622 
Our communication is limited in class and hardly any students speak English out of 623 
class. How can we improvement our English like this? And how can we create the 624 
language environment? Among those four aspects, teachers are the ones who have 625 
exerted the greatest efforts. We teach our students English through some stiff 626 
methods. And we even force our students to learn it because they are not interested 627 
in it. English learning is limited in class, while there is none out of class. As for parents, 628 
they have no idea of this subject. They only know the reason that their children need 629 
to learn English in the junior high school and in the senior high school is because of 630 
the college entrance examination and a series of tests. This is not right. And students' 631 
attitude towards English learning is negative. They don't take the initiative to learn 632 
English. These are the reasons why we can't make astounding progress in English. 633 
(laugh) This is one side. However, it's not always this case. I elaborated the connection 634 
and the differences among those four aspects in details in that paper. But I don't 635 
remember where I published it. 636 
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I: you mean government, school, parents and students? Teachers includes in school? 637 
P: yeah, teachers could be included in school or as a separate part. 638 
I: so there are five aspects? 639 
P: no, government, school, teacher, parent, student, well, yes, five aspects. 640 
I: cool, fantastic. That is actually all my questions. For the questions, answers and 641 
what you think of that would be useful for English teacher professional development, 642 
do you mind if I could ask you, do you have anything else you would like to say or add? 643 
P: no, nothing else probably.  644 
I: Thank you again for your cooperation.  645 
